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~ PREFACE ) ’,
. . .

This monograph is one of a series of twelve publié;tions dealing
with the sciences in iwo:year colleges. These pieces are concerned
with agriculture, biology. chemistry, earth and space sciences,
ecgnomics. engineering, integrated social sciences and anthropology,
integrated natural sciencés. mathematics, physics, psychology, an&
sqciology. Eicept for the mbnograph dealing with engineering transfer
programs, each was written by staff associates of the anter for the '
Study of Community Colleges under & grant f}om the National Science
Foundation (#SED 77-18477).

In addition to the.brimary author of this monograph, several people .

were inyolved in its execution. Andrew Hil and William Mooney were
instrumental in developing some of the‘procéduresiased in gathering the
data. Others invol'ﬁ in tabulating information were Miriam Beckwith,
Jemifer Clark, William Cohen, Safdra Edwards, Jack Friedlander, and
Cindy Issacson. ) L .

Field Research Corporation in San Francisco, under the direction of
Eleanor Murray, did the computer runs in addition to printing the
instructo surveygemployed {n that portibn of the project dealing with
1nstruct16 l.praétices. Bonnie Sanchez of the ERIC CIearinghOusg for
Junfor Colleg®s and Janice Newmark, Administrative Coordinator of the
Center for the Study of Community Colleges, prepared the materials for
publication. Carmen Mgthenge-wa; resﬁonsible for manuscript typing. ]
Jennifer Clark did the final éompi]ation of the various hibliographies
for, each monograph.’ ; v .

Florence B. -Brawer coordinated the ;riting activities and edited
each of the pieces. Arthur M. Cohen was responsible ?qr overseeing the

entire project. : o . '

In addition to these people who provided so much input to the final-
ization of bhis product, we wish to thank Nancy Steinbach of the National
Council for the Social Studies who reviewed the manuscript and hay
Hannapel and Bill Aldridgé of the National Sciénce Foundation, who were
project monitors. )

Arthut M. Cohen N . - Florence B. Brawer, °
Projedqt Director Publications Coordinator
’ . ' 4 * [} .
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$§lENCE-EDUCATlON IN TWO-YEAR COLLEGES:
INTERDISCIPLINARY SOCIAL SCIENCES

. R .
' Under a grant from t Netional Science Foundgtion (NSF), the Cefiter
for thé Study of Community Colleges has )been {nvolved in a study of cur-

- riculum and instruction in two-year college science.and science-related
. technology programs. Four methods -were used-to obtain the-desired infor-
mation on the‘;arious disciplines under the pyrview of NSF: a literature
review, an analysis of catalogs, an examination of class’ schedules, and
a survey of instractors. This monograph is concerned with two of the
disciplines: anthropology and interdisciplinary social science. Within:
this report, interdisciplinary social science is defined as courses or
programs that combine two or more disciplines from within the social
sciences, or courses and nrograms that combine several socia%rscience
disciplines with @ piological or p: sical science or a humanities em-
pha s. . \
he sample for the study included 175 colleges selected at random
along \he primary vanjables,of type of\control (pub]ic/ﬁrivate) and geo-
ocale (Appendix A)} and the seconda;y variables of emphasis
fve, technological, 1liberal arts). organization (multi or
single ca s), and size. Catalogs, and course schedules for thg_academic
year 1977-78\yere obtatned from each of the‘175 colleges. From these,
data on éurri ulum were gathered. The cataloas provided the basis for
determiningwthe number and kinds of classes and sections actua11j offered
during a givenh term. - >
After the ;ciedce class sectipns offered in Fall 1977 were tabulated,

every 13th section was selected and dhe instructor of that section was sent
a questionnaire. he overall response rate to this survey was 85.5 percent.

This questionnaire provided instructional data on course goals, instruc-
tional practices and materiails, course requirements, and student achieve-
ment criteria. the sampling procedure and methodology for these studies
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are dascribed in detai} t;y Hi11 and Mooney (1979).

This monograph 1s divided into three sections. The first is a re- .
view of the literature, consisting-primarily of reports and articles on
interdisciplinary socia] science and anthropology. The second section
.presents the findings of our studies of curriculum and instructional
practices. The monograph concludes with some recommendations and direc-
tions for futurg research.
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e : PART 1 _ .
THE LITERATURE

INTERDISCIPLINARY. SOCIAL SCIENCES

Introductory or Survey Cowrses

Proponents of intérdisciplinary courses usually espouse a two- [
pronged argument: one a‘reaction dgainst the prevailing academic mode.
the other a rqtionale for the interdisciplinary approach The first
prong is that courses organized along disciplinary boundaries have 1so-
lated knowledge into discrete but artificia) compartments, have fostered
a fragmentation of thinking when contemporarywexperience forces stud%nts
and teachers to comprehend knowledge as ‘substantially interlocking and
interdependent, have emphasized knowing about problem-solving rather
than knowing how to solve problems, and have stressed mastefy of a body



of knowledge which is for many students abstract and divorced from the
reality of their lives (Friedman, 1969; Kieffer, 1975; Pﬁilldps. 19713
Smith, 1970). The second prong is that interdisciplinary coursés can * -
help to alleviate these problems; allow E;udents to make sense out of the N
world by "expjbring common areas and common prdblems from a variety of .
angles at the shme time".(Smith. 1970, p. 13%); and most recently, expand
. the invesfigation of areas or {ssues that cannot-be adequateiy examined
from a single perspective {Cheeves Jn MexicanlAmerican studies, 1969;
Hursey on women's-studies, 1977; Korim, 1974; Lombardi describing aspects
of Black studies, 1971; and Sqﬁéent on gerontology, 1976).
The, argument in favor of interdisciplinary courses in the social
' sciences s expanded and strengthened by such writers as Bean (1972),
Davis (1971), Elligtt and others (1976-77), Morris (1967), Heis§'(1972).
" and Ziegler (1978), who all see the vafue that these courses hold for
thé two-year co]]ége and 1ts clientele. Their position is that inter-
disciplinary’ courses maximize the exposure to socfal sciences in a short
time interval. This is extremely advantageous for those students who
have heavy schedules because of their required,andfsr recommended tech-
nical courses and for those students who will continue their education no
further than the two-year college, 1f, indeed, they.complete even two years.
‘Not “only can an interdisciplinary course present the perspectives, major
concepts, and primary ideas of the social science disciplines, it can
ajjo orgahize these around a central theme or {ssue. A theme or problem
orfented course is meaningful and relevant to{fTTNstudents in . their role
as citizens, since all will need problem-soiving skills as well as the
ability to examine and critically analyze alternative solutions fo social
issues: i '
The literature does not focus on the question of sequence Qf‘line- S
* arity. Unless a course is specifically designated as a part of a two or
‘4 three'qﬁaf%er/seﬁester cycle, it i¢ intended as an introductory course
open to a broad cross-sect{on of students. Two exceptions tosghis are
a report by Fechter (1970) on an honors _seminar for final semester )
sophomoré§ whose work in the social sciences has been superior, and the
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Los Medanos plan for general education (Carhart & Collins, 1973), where
an introductory generic course in the behavioral sciences is required’
prior to students pursuing courses in specific disciplines.

Instead of exploring a sequence in interdisciplinary social science
offerings, writers usually turn their attention to the issue of whether
there should be one course to serve both transfer and termina) students
or separate courses for non-transfer students. The classification
nternfinal” refers to students who are pursuing the many one- or two-year
v0cai10na1 and technical programs, and to students who have e1th§r no
defihite occupatiopaI_goaI or one that is unrealistic, given their capa-
eities and/or their prior academic preparation.

There is a feeling that with one courfe for both groups; two.aIter-
natives exist »for dealing with the wide diversity of students.ﬂ The f1r§t
is that the teacher ayjusts the course content and method to the less
able students and gradually the standards are relaxed or, asrf;équentIy
charged, "watered-down" (Aps]e}, 1967). The other is that the instructor
maiﬁiains iﬁe course standards and the prevailing but un§poggn attitude
{s that students either sink or swim, with many ‘of the less able students
sinking either by dropptng out or -by failing (Apsler, 1967; Arnfield,
1968; Johnscn, 1970). > |

Although there may be several ways to circumvent such a situation,
the 11terature seems to focus on two. The first is that an entire core
qr block program is established for those students\who, for want of a
better word, are labeled with the vague term "terminal.” The second is
that speefal terminal courses are devised, some of which afe in Indi-
vidua] disciplines and serve as adjuncts to the technical or business-
instruction, A variation on this approach and one that is conf dered
superior by its practitioners (see Apsler, 1967; Kuhn and White cited-in
Apsler, 1967; Ziegler, 1978) is to institute an interdisciplinary coursg
designed especiatly for such students.

In the core or. block pfogram an entire geheré] education curridﬁ]um
is established. This usual]y covers four m&joi areas: social scieﬁce, ’
communications, physical science, and humanities (Arnfield, 1968; -
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Johnson, 1970; Rotella, 1966; Vogel & Yshonbuch, 1973). At Macomb County
and Tarrant County “Communi ty Colleges, the programs feature a one-year '
general education curriculum integrated around specific units of study;
administrative gupport for an innovative abproach. b}ock schedyling, :
whereby students attend all gIasses with the same group; a team of teagh-
«ers, each representing an academtc area; small classes; development o
texts and program materials to meet the needs'of a specifit type of stu- -
dent; and extensive vocational counseling. A1l of the above are felt to
be cr1t1ca1,e1éﬁents {;\?h@ attempt to curb the failure and attritipn
rates that are common. to this group.

Although a core or block brogram may, in fact, be superior to the
more typical but less systematic class schedule, it is unrealistfc in
1ight of today's student population. Consequently, the more viable ap-
proach 1s a single course designed for the terminal or marginal/ student. |

" While not gainsaying the benefits that 1nterdisc1p11hary courses can-
provide for all students, certatn writers feel that such courges -are
particularly suited to a non-transfer group. Their sujtab11"ﬁ} lies in
their ab 11ty'§o expose such, students to a w!de-ang]e ook humgn
societys nd\fb acquaint ghég‘with the variops_sociaI scienc discipIihes.

An early but articulate spokesperson for the above approach is
Apsler (1967), who not only aeveIOped such a course for rk College
(Nashiqgton), but spent several months visiting colleges ationwide to
see how other institutions dealt with the problem of social sciences
clacses for the terminal or marginal student. His interviews and visita-
tions revealed that educators were aware of the problem, but it was only
in the older, more established fnstitutions or those in metropolitan '
areas that practical steps had been taken. Some of these efforts were
successful; others were not, Among the reasons courses faiIediyere
1q3tructors' deep resistance to change; inability to select students who
would benefit from such a “se nd ‘track;” inadequate support by adminis-

,trators in terms of funds, tea ing loads, and personnel; andainexper-
fenced angfunsuitable teachers. CoPVerser.‘thé egsentia]'ingredients
for a successful progranFWere"a supportive and understanding counseling
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staff working with the instructors and- guidind students . into the course;
administrators who offer support in fact as well as in words; copbérative-
ryocational, coordinators and instructors, and most importantly, enthust- L
astictand experienced instructors. ' o
v . Mpre"-recent, writers on this 'iopic would add that centering a coursé
around a.s_pecific theme or 1issue re_]ev'ant to the students adds 2 positive o
-alement - to Suéh classes. Three examples of such theme-oriented coﬁses '
designed_spgcifi«caﬂy for technical, nbri-transfer'_students ire Téthnology

- and lf:treﬂcamS_ociety. Labor and American Society, and the Community and “

American Society (Ziegler, 1978). Othey examples are damesiobin (New York) *
Community College's course in Human Behavior (Edman & Collins 1974-75) .
and Sén:l}ernardi_no VaHey.Hege's The Consumer Perspective (Palmer,. . - .

- 1975). It must bé remembered, however, that the theme or-problem approdch '
s not l1imited to non-transfer or non-occupational courses. In fact, '
his appear§ 40 be the favored -approach in 1nterd1§cip11naf;y classes,

gardiess of student} designation (Cantor, 1978; Coheni, 1978). The latter
writer. pointsYoug_that while the themes or issues preSegted vary with-
the, times and with what soclety sees as 1ts eritical problems g the epprp_gct;.
1ts&1f remains constant-in interdisciplinary ‘suevey’ éo(_nrsg.s; Hf Lo o
Advocates of a sifgle course for both transfer and 'térmfnﬂasthdee;\hé““
include some educators who, in the proposal and design for a gé;\éﬁy] ‘e.d.l‘l-";'.‘-‘-.l. A
- catfon, course or program, make an _1mpH'c1t assumption that it is -1'ﬁter;d§3"h?:’%- -“
‘ to serse all studenfs (Butzek & Carr, 1976; Janaro, 1975). Others' speak A
directﬂ to this issue (Kieffer, 1975; Phillips, 1971; Tate, 1974; B
Waller, 1977). Waller and Phi1lips argue from the basis that an intro-
ductory pterdiscip]inary course is part of the ge'r'léra] education func-
_ ’ “tion of t'\: community collede and thaHenera] education 1s needed for °
p . all students. . Both see such a coufrse as terminal in nature--emphasizing /"‘ .
genera1izaﬁ10ns. concepts , and unders tandings--rather than as a pre-
requisite for more advanced work, and both’ see the necessity of the same
caliber course 'because there is the practical consideration of cross-over
be tween transfer and terminal proérams. ‘ _ 3
" Tate's position is derived not from & philosophical basis but from
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his study, in ;hich a number of variables w(re?corrqﬂated with success
"in social science gourses. Not unexpected]y. verﬁhl ability was im- ;
portant in success for both trangfer and vocational-technical stydents

but ( nd ‘this is where his results are important) at leas€ two-thirds of

. the grades earned in social science course¥.by both groups Were not
Y &

-acpoﬁnted for by any of the predictor variables. Tate's con61usioniis
hat with the mqve toward’indivjduartie¢ instruction, the characteristics

‘ ) -
o of transfer versus occupationa1-technida1 student will give way in im-

-~

Y * . B ’ e =
portance to the nééd to asseds the peculiarities of the 1qd1v§dQ§1,student.

By extension, thgse_resu]ts point tbward the need not for separate courses,
but.for courses that allow sthdents‘to move'at their own rate as they .
copplete specj fically defined behpviqtuﬂ objectives. .
An 1§sue.that is relevant to all jnterdisgip11nar§ courses and pro-
grams, regard1éss of type of student for whom 1nteﬁded. {s what is meant -
by. the term interdisciplinary and how it should be_taught--by a 51291e
teacher.or by, a team of teachers.’ Although, by definition, all thg

" courses selected in our survey roster were interdisciplinary, only- half

the 1nstrﬁcto;§ surveyed. 1n- these classes responded affirmatively to the.
queﬁfﬁzn: Was this c1assjconﬂucted as an interdisciplinary course? '
What tht< probably means ‘is that although various soc1a1fsc1ence discip-

- 1ines*were brought into the course, this was effected by one-instructor
ratﬁer_thnn_by having a team,of teachers working together to incorporate

" their disciplines. ' -

, " The literature reflects this single versus -team-taught conundrum. A
sjng1e‘t!acher is ﬁrequentiy involved because many adminisirators are \_
unwilliftg to alter existing rules on tepcher load and enrollments, and
they sometimes view team—tgaéhing as an inefficient use of faculty man-
‘power” (Apsler, 1967; Ralmer, 1975). But_adminiﬁtrative eaSe'aéidé.
there are some advaritages to single teacher as opposed to team-taught

'coursééﬁ §1ng}e ﬁegcher courses avoid the problems that arise regarding

student identification with an instructor in the larger team-taught
course; and the confusion that students sometimes expéFfe’nce when exposed\
to several instructors and their varying opinions and approaches. In

<}
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addjtio;. the ldi fficulty of 9ch1§v1ng choperation and agreement on goals
commoﬁ to teani- taught courses does nat arise (Bénson, 19723 Hursey, 1977;
Palmer, 1975).| The major weakness of the single tedther Spproach is f’

. inadequate tra!ning and preparation. While some instructors may be )
dual‘fied becayse theif acadepic work was done in two disciplines or be--
cduse they have, by the very nature of community college teaching, -taught

4 In re ‘than one discipline, therconsensus {s that most community college
1nsziuctors are not prepared to be generalists or interdisciplinarians
(Ranks, 1973; Delaney, 1974; Hursey, 1977; Lockwood, 1968; Smith, 1970).

At their best, team—taugﬁt courses allow students to take advantage
of the diverse backgrounds , interests, and strengths of the instructors
involved. Such courses can expose students to several disciplines and
viewpoints simul taneously .. They can provide students with the experience
of approaching and analyzing social problems, using concepts and methods
from various disciplines while demingtrating that there are no set
answers (Banks, 1973; Friedman, 1969; Phi11ips, 1971). In agdttion, the
experimental nature of some Qnterdiéciplinary courses is the “opportunity
for new personal or group dynamic stYuations in the classroom” (Palmér,
1975, p. 8), boip amongst the teachers who find it a learning and en-.
riching ‘professional experience and between instructors and students
(Cantor;, 1978;- Collins, 1977; Delaney, 1974). ' |

Hoﬂev%r.ﬁthese very assets also can be 1iabilities. Studénts and  °
{nstructors Have complained that_it is djfficu1t to get to know each -
other, and“§6me students find the absence of a unified viprof“t.Edh;
fusing. The most critical problém {s how to achieve cooperation and
aﬁréement of” course gbals among teachers from various dfécip]ines.

Qﬁf .There is & tendency on the part Sf ay instructor to resist giving up

b "some offh!s)or.hér“own discipline attachment in order to serve the joint
. 1nterd15c1p11nary,qﬁ?pose.of the=course" (Palmer, 1975, p. 6). There is
a need for.instruqtors tﬁ avoig“asgﬁmfng a proprietary at@itude toward ,
a topic or towérd’thetcourse,jh genewal, Eo.avoid competitiveness, -and

. to encoJ;age'al}:team’membézp;;o gﬁdress_themselves to the various sub-

’ jects.' Teagﬁerk aré résist5‘§\t§'changé'ghd may have difficulty
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breakiga away from the disciplinary outlook by {ntegrating subject matter.
Because of all these problemsy interdisciplinary courses sometimés regress
into "buffet style" arrangement where one instructor lectures on his/her
.discipline one day.’énother on the neit. and so on (Miller & Brown, 1977):
) 'Thé most successful 1nterdiscip11nary courses seem to have three
~eler{\ents in” common. F{rst, they have a theme or problem so that the,
“{ssue to be examined takes prfority‘over 1ntroduciﬁg d1§c1p11nes"'
(Palmer,!1975. p. 3).f Second, the materials used have been carefully
selected to Bccentuate the 1nterdisc1plinary nature of the course. The
third elément 1nvolVes_a great deal of,preplanning by the instructors.
While in the c]assfoom the results nwf appear casual and even ups truc-
tured, they are actuaTly the product of a great deal of time énd work by
the team members to organize the course, to bring together the various
disciplines, and develop a variety of learning activities (Banks, 1973:
Carhart & Collins, 1973; Hursey, 1977; Janaroy ]975; iawler; 1977).

0f course aTl of these factors depend upon the fype_of ipstructor
who is teaching, such courses. Cantor (1978) reports that, “Instructors -
who plaﬁ {nterdisciplinary syllabi and progrims and participate in team-
teaching efforts are usually high achievers, conscious of the fact that'
they are innovators, enthusiastic about their cause, and excited about
changing the traditional system. This excitement often is comiunicated
to the students who dre tired of the traditional approaches to knowledge
and are eager to participate in a more informal, experimental program"
(p. 59)+ No research data are ava11§b1e regarding this issue, but the
question does arise as to how long instructors can sustain the kind of
énergy. enthusiasm, and sixty-hour work week neqdéd to make interdiscip-
Y4nary courses and programs a success. Various writers andearticipants
allude to the enormous amount of work requiﬁbq (Johnson, 1970; Lawler,
1977; Palmer, 1975; Schlegel, 1978), and there has been some gpeculation
‘that the reason interdisciplinary courses and programs die is Ehat the
work and effort involved take their toll, with those involved becoming
"burned out." ‘ . ’ “' '

The 1iterature not only favors the thematic or problem-centered~
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organfzation, as gpposed to the chrono\ogic@f. but it also emphasizes
the qeed for a reflective or "process—briented" approach to the subject
watt}r in place of the traditional or1gntat19n toward facts (Friedman,*
1969; Heitzman, 1974 Hosen, 1975;,Hq11er. 1975). Following the lead of
*  Fenton hnﬁ his "jnﬁuctive~1nqu1ry" process designed to stress concepts
rather than specifics in secondary soct&l'étudies classrooms (19719, 7
- spokespérsons deating thh the community col]eées recommeﬁd that congepts
;@bd major genera]izatiohs can @est be 1ea§ned th?éugh involving students
' _fiq-the learning process. Such activities as group discuss\ons, student
I{pﬁojécts. and simulations . games, and exercises t; {ncrease and encourage’
student involvement are recommended. Other writers (Cassano, 1975
Y Garrett,'1973) urge the incorporation of 2 practicum or student volunteer
. component 1n§o social-science courses.
A_caufionary note is sounded by several writers--Handleman, 1975 and
1976;~Pnd Winthrop, 1974, among others--who see that the overuse oOr misuse
. of .some of these innovations is detrimental to substantive learning. They
feel that while iunovative methods may be helpful in achieving racognized
1evels of attaiﬂment..they_are also used to amuse, to enterféin, and even
imore dangerous, "to allow students to think they are learning when they
really are not” (Handleman, p. 17, 1975). :
In order to individualize {nstruction, social science instructors are
fnvolved in a limited amount of experimentation. Anderson (1969) details
the development of an audio—tutqriéi system;'Hobart‘and associate% (1973)
discuss their experiment with small group peer instruction, and Ludwig
(1975) reports on the successful use of a modified version of PSI. In
general, however, the literature indicates -that thé”dominant mode of

instruction is the lecture method.

Other ‘Interdisciplinary Courses _
The preceding ditcussion has been directed primarily to the introduc-

tory or genefa] social science course, but a .number of courses and pro-
gramsg on more specialized topics alsp-use an interdisciplinary approach.

) Gerontology courses frequently incorporate a number of different
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disciplines 16 an .aftenpt to present a helistic picture of aglng 1n‘0ur ,
society. The growing body of literature on gerontology courses parallels
the 1ncrgaééd recognition of the size and importance of the over-fifty
! popu\atjbn in our cayntry. It also’points to the role thdt the two-year
' collegé can*play.in 1nm]ement1ﬁg direct prpgrams;for this ‘population, as
. ' we\\fbs programs that tra'n professionals‘and paraprofessjdma]s to work .
) with’the elderly (Xorim, 1974; Tamburello, ]976): '
) /In 1974 "about ohe out of three communkty and junior colleges offered
) soﬁe gerontology courses“-(Sargent. 1976, p. 9) but only a few institutions  °
> _offer formal programs in gerontofogy. The fact that varied departments ‘
q?fer Social ge}onto1ogy courses--biology, psycholog}. socioloby, nursing,
and hea1th—-both'?ef\ects and accenbuatés the interdisciplinary appro;ch
to the area. Under ideal conditions n_ %, the development of an associ-
ate degree curricylum to prepare paragerOntologist§ would be desirable.,
Such a curriculuny should be geared spgcifita]ly to preparing a student in.
ithe skills, knowledge and orientation needed to effectively render ser-
kice% to the aging" (Korjm, 1974, p. 36). For most institutions, however,
both Korim (1974) and Tamburello (1976) suggest that instructionat mater-
fal on gerontology be addetl to existing programs and/or courses be devised
ﬁﬁéiﬂijt into existing departments but are interdisciplinary in nature, :
suth as the course, offered by several community colleges, emphasizing
“Aging in Contemporary Society " (the_cdqrse.outline is given on
pp. 124-126 of Korim's book ). ' "
Courses on death and dying are sometimes linked in both subject mat-
ter and title (for example, Psychology of Aging and Dea@ﬁ) with a class S
in gerontology- More frequently, they are offered as separite courses.
while there is a growing body of materials on this topic for four-year
colleges .and universities, the fact that our own intensive review of the .
literature located only one,articTe directed spec1f1c51\y to the communt ty
" college (Gurfield, 1977) sould seem to indicate that there-is a gap be-

-

tween the increased interest in this field and the dissemipation of

L

classroom methods and procedures. .
Courses on the envirohment arg, also utilizing an interdisc{plinary
] .
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\ social science perspective The literature high]ights the approach that
satisfies general education requirements “and that examiney man in, reia-
tionship to his environment (McCabe, 1971). The'best examplk of this
method is the Man and Environment course developed by Miami Dade for .
instructional television wft‘.the cooperatioh and assistance of 22 other

\\:onmunity colleges., This two-semes ter course, .peoi ically designed to
P ' fulfil deneral education requiremed‘s, conststs of ]hirty -hal f- hour
docbmentaries .on sociat themes, The modular format a110Ws colleges to
. adap& the ‘course to their own needs and purposes. Similar to Miami Dade's
] ‘course 1s a-program entit]éd Human Ecology and Environmental Pﬂanning,
,  mwhich was instituted by Tabrillo Coileges (California). Built on the

" disciplines of geography. history and ecology, this program is 2lso de-

signed to fulfiT general education requirements (Pratt, 1971).

An extremely ambitious interdisciplinary program whose central theme.

"The World Food Crisis.~dis highly interwoven with environmentai issues,

was instituted at Mendocno College (California) (Wallen & MacMi

1976). This program was directed.at two graups of students--the 1iberal

Sarts student seeking a Rroad understanding of contemporary social issues
and members of the "back to the earth" movement. Many mpmbers of the
latter are in the college's service area and needed help ih developing
the practical skills necessary to sustain thefiselve$ on their single famiiy
farms. The curriculum was built on sixteen knowledge goals, and the
courses that were deyeioped to meet these goais serveqUa§ an entire two-

N .

year proaram.
. Two environmental programs that rely heavily on their particu]ar
‘'setting are Oakton College's environmental geography course, which focuses
< on Chicago and the relationship of the indhstria]ized society to a natura]
region (Butzek & Carr, 1976),-and 5ee Junior College's (Kentucky) environ-
mental course focusing on Southern Appalachia (Pratt 1971). Both courses
are part of a larger genera] education turriculum and both utilize the
interdisciptinary approach to emphasfie the reiationship of a particular
natural environment on humans and their aqtivities.

S .
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" The 11tgrature on women and ethn‘e groups concerns ttself with the

* yationale and procedures for such courses. Courses on ethnic minorities

are designed to enhance ‘the minority student's self-concept. and to allow
students-of a1l backgrounds to become more kﬁow]bdgeabTe about the varied
‘chltural'héritage of our country {(Carranza, 1976). The value of the
{nterdisciplinary approach s that it highlights the 1nterdepenﬁence of )
’lhe minority's historical experience (Bryant, i975; Foley, 1977; Juarez;
1977). Not surprisingly, proponents of interdisciplinary women's courses '

. use the same rationale (Bensor, 1972; Nordh, 1972). SpbkeSpersons'for

both types qf courses alsosfeel that vghe multidiscipiinary approach is

a tool that lends itself readily to purposes of corrective sqg91arship“ e
(Hursey, 1977, p. 37) and there is a sfrong consensus that sdéh_scho1a§;.
ship is definitely needed (Benson,~1972; Bryant, 1975; Cheeves.-]970;
Davis, 1971; Juarez, 1977; Roessg]; 19n). L

The issue of single versus team teaching arises here just as it does
in the literature on the §urvey or introductory course. The team tech-
nique seems td be geherally preferred since a single instructor can rarely
provide multiple“perspectives and the team offers a medel of faculty as
col]eagues: not competitors. The problems of }ntegrhting materials,
agreement on goals for the course, and resouréés and funds in team teach=

ing are, however, recognized (Bryant, 1975; Hursey, 1977). Most writers

+

.also cO :i; on the need for such courses to be academically sound and.to

meet the@tandards of other social science courses. Writers, describing ‘.
the'situatiOn'Qn the early 1970s, propose the cross-indexing of courses
orfented to minarity groups or women.witir courses that already exist in
the curriculum as a means to gain academic credibility for these new’
éoun‘bs (Cheeves, 1970, Lombardi.'1971). The need for such an\epproach
seems to have declined as the more recent literature does not mention it
and the Center's data did not reveal much cross-indexing. .

There is a noticeable paucity of articles and reports in some of

the specialized areas. Courses on urban planning and on social scienge
me thods receive scant attention in the literature. Discussions of courses
that do focus on urban planning--such’as'the course at Wilbur Wright
{ T :
’ 14 . ’

.
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‘vey of the Bronx (Pratt, 1971)--rely more heavily o

College on the Des Plaines River in tMe urban Chicago area (Berry, 1975) .

thelphyslcal than

and the Bronx Community College Course which conduc;ed an ecologica] sur-

the social sciences ;

To summarize, the 14 ferature on 1nterdisc1p11nary socia] science
centers around five main areas of concern. The first is a nationa]e for
the interdisciplinary approach and, in particular, the appropriateness of
this approach for the community college. The second is whether one course
should serve a1l students or a separate course be dcsignea for non-
transfer students. The third is what constitutes an 1nterdisc1p11nary
course and what s the best nnthod for teaching it--single teacher or a
team of teachers The fourth area- -examines newer or move innovative
approaches to the teaching of such classes versus: nqre trqditional ap-
proaches. The last area deals with courses on specialized topics and
the value that the interdisciplinary social science roagch has for
such classes. T

-

ANTHROPOLOGY

While anthropologists hail their discipline as the broadest of all
within the socfal sciences and the one that comes closest to the goals
of general education ‘Chi]cott. 1976; Johnson, 1976), it has never had -
a firm or proninent place in the :community coI]ege curriculum, One of
the reasons cited for this is antbropology's tack' of popularity with the
communi ty college's diverse student populatign (Brawer. 1976). But
even in the early 1960s when” two-year colleges catered much more: to
transfer students, two surveys revea]ed the 1imited offerings in anthro-

1

. pology. - .

I their 1960-61 survey of California's connmnity colleges, Lasker

“and Nelson (1963) note that the only offerings in anthropology were .,

university parallel courses. The fmplication of this finding was that
Timiting anthropology courses to those that were acceptable to Unfversity
of California and state colleges inhibited the growth of approaches
that’wou1d appeal to a wiqgr group of students. At the same time

- f -
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" Yeshiva University (1962) ana]yzed the bulletins of.80 two-year co11eges *
in th8&M1dd1e States area and observed a marked absence« of " courses in
‘ )anthropo]ogy Only seven percent of the curriculum categories offermig
anthropology as a required 1imited elective or pure elective subject.

In 1972 Mi]]er (1974) surveyed the chairpersons of social science
departments in 219 public community colleges nationwide to ascertain thg
status of anthropélogy in two-year co11eges While his findings confirmed
Lasker apd Nelson's (1963) earlier report that the major1ty of anthropology
offeringg in the community co]]eges parallel what is traditionally. offhred
in -universities ‘and foun-year inétitutions, many of the respondents felt " . Py

,‘f that differences existed between the classes in their:colleges and those .
in the senior institutions. It is precise1y those differences, discussed
* through ney approaches and orientations in specific caurses, around wh1ch :
the 11terature fotuses and with which this report 1s conCerned It draws
mainly from reports on courses in,two- year colleges, although some dis—"
cussion of four-year co]]ege course offerfhgs has beert included. '

OQur Yiterature rev1ew yielded little in the way of 2 general discus-
sion of the issues 1nvo1ved in teaching anthropo1og}, nor did it give an‘
overall picture of the state of the discipline. Because it focuses on the
Ynnovative .and experimenta] a caveat is in order. It must be remembered

4 that the courses reported here are the exceptions, not the rule. The
‘very fact that a report on trends or widespread changes ‘{s conspicuously
absent may Indicate that most obsérvers and/or practitioners find little
that is worthy of reporting.

In order to encourage more c1ass discussion, decrease the use of lec-
tures, and utilize audio-visual mater1a1s, several_people discuss methods - (.
that they Have successfully used. Chalfen's (1976) approach, which he
reconmends for introductory area couyses, utilizes ethnographic films &S
a means of comp]ementing the ethnographic readings and of calling upon
students' experiences in media viewing to begin to develop a knowledge

Y
L)

of media- -communicatioh.

\ To increase undergraduate involvement in anthropology COUrsSes, par-
ticularly when fieldwgrk is not feasible, Ager (1976) recommends four
simulations. These {nclude the use of unnarrated f11ms, use of c]assmates

K3




as informants, use of communi ty members as informants, and analyses of ) '
. muse um artifgz\s. ger's approach to films is close to_Cha]Ten's; the
films are used in place of field observation and after observing the
culture via film, studené; write ethnographieé. Such a method can 'develop
observational and methodological skifls" (Ager, 1976, p. 12). Using’
classmates, as informants on speéific assignmgnts encourages class inter- ’
_action and 'participatipo. while tf\e use of carequly se'|rected comnun&y ' -
informants may 1nc#!35e students' awareness and nderst&“ding of various
_ethnic groups. Analyzing museum artifacts is a(‘;xce11ent way for studdhts
to'wed anthropological knowledge and methods w1th a hands-on experience. -
At Santa Fe Cmnnuniﬁf(kﬂ]ege (Florida), McRae (1973) eschewed. the
. standard textbook-]ectqfe—test method and devised a_1arge1y dia-centered .
introductory anthropology course. Multi-screen présentations, ive
demdystrations, 2 jd-thtor{aL tapes, and a variation on the seminar
4 whefe students reflate or feach a key idea selécted from the readings, all
supplement, individualize, and make wmore meaningful the readings: The
. success of each of the above methods is attested to by student enthusiasm
and “increased performance. .
ngera] instructors have experihentqg with individualizing instruction.
One method is a multi-track approach to accommodate the great d rsity of
students in a-communi ty co11ege'jntroductory anthropo]ogyocourgtuinstef,
1976). - After organizing into two categor{gs;the basié underst&nding that

1 gtudents should gain from a begihningfcourse,’poster devised two sets of
course objectives and course_unitsvthat waquld overcome anthropocentrism

L and combat ethnocentrism. This approach offered a (ariety of options ' .

i . tailored .to meet the requirements of those students' taking the course and

not planning to; transfer, of those plapning to.transfer, and/or of Epose

desiring a course with more depth. - A second method that is being used '

is to adapt the PSI or Keller approach to {ntroductory- anthropology

' courses (Moore, 1974} Steffy, 1975; Whitney & Dubbs, 1976). The Person-

. alized System of Instruction (PSIX jnitially deéigned for use in psy- .
chology courses, has now found its way into courses in many different '
disciplines. Whitney and Dubbs (1976) :modified the PSI plan to fit

P S ,
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anthropological course material and method. Their revisions produced an
ot individualized course that had a‘series of individual study units on a
variety of Eopics; an optional, individualized, self-paced schedule
which allowed students to decide what units would be studied and when
they would be completed; all class periods devgted to individual tests.
evaluation, counseling, or audio-visuh¥‘presentations; and a multiple
Zexit plap which enabled students to'leéze'the dburse when they achieved
their desired grade. - .
At Atlantic Community Qp}{ege (New Jersey), two innovative Jnstruc-
tors offered physical anthropq]ogy as an accredited lab sciencAcourse -

' _rather than in its usual format as 1ab exercises and demonstrations

. el
appended to a lecture class. (Lehavy, 1976). Not only -has this change”
made possible the_fulffﬁlment of 1ab science requirements for graduation .
with an option other thah biology or chemistry, but, it has vigorously e
P _ : .

stimulated student interest in other anthropoldgy courses. Another
; uﬁique aspect of the'c0urse, and perhaps the reason it has become so
‘popular, is the stress placed on the unity within anthropology. " Human
genepics..biochemistry,'anatomy, physiology, primatology and paleontology > -
are linked together to demonstrate how various biological aspects of man-
kind have evolved" (p. 44). The course thus shows the interrelation
among biological gvo1ution, human culture, and beﬁavior. )
© At Orgnge Coast College (california), Merry,expanded both the-scope
of his cultural anthropology course and the number of enrolled students
. by developing a television course called "Dimensions in Cultures" (Cooper,
1974). Such anﬂendea?or. which involved actually travelling.to and
) filming .the cultures to be studied as well as meeting and {nterviewing
n " outstanding authorities in the field, can dnly be ‘undertaken with outside,
' financial help (Merry's codrse was financed by the National En&oﬁﬁent
for the Humanitieslpnd the Coast community. College District). However,
the successful combination of television classes, faculty counseling,
and coordinated text assignments and testinggs a model that’ other col- -

' leges and districts may wint to consider. . »
;" . In an attempt to incorporate more actuql field experience and make -
' the courses more relevant to~students, a number of instructors and
R 18




institutions have moved their courses out of the classroom and into the
field. 1In 1972 Saad described his colrse, Anthropology 201: An Experi-
mental Course in Urban Life and Culture, which used the community as the
clasqroom The primary objective was to help students-"develop aware-
ness and understanding of the nature and diversity. of cultural patterns

and professes within urban areas " (p. 114). v1th the emergence o&:urban 4

anthropology as a field where the concern is -"the study of modern man

in his contemporary urban environment” (Novick.’ié?Z. p. 22), more anthro- -

pology instructors may follow Saad's lead and make the urban commini ty
the classrooh. -
_ Meanwhile, other instructors are utilizing both local and not so
local sites in their efforts to make their courses mor relevant. Hhi]e
many community college archaeology field courses require a prerequisite,
i fnstructors at Cochise College in Arizona (Myers, 1970], Monroe College in
New York (Day, 1975),.Norwalk Conmunity College in Connecticut (Brackett
& Vlahos, 1977), and Seattle Cmnnunity College in Hashington (Erikson{
1969-70) allow student interest to be the prerequisite. Some of these
courses utilize prehistoric Indian sites; others use the more recent past
and focus on salvage archaeology. Common to 511 are the objectives of
1ntroduc1ng the scientific method through genuine situations, bringing to
"1ife the interface between archaeological artifacts and human behavior"
(Day, 1975, p. 8), and encouraging students to maintain an -inteyest and
involvement with archaeological museums: and societies after they graduate,
regardless of whether or not they pursie further academic studies in
anthropology or archaeo]ogy .
- Field experience. relevancy, and probably a more lasting learning
experience have been achieved through a field school for a physical
anthropology c]ass {Huggins, 1974); De Anza*s College "By the Sea" class
in Native American Studies and cultural anthropology (1974); and a class
in the history of the Native Amerjcan,.1n which students engage in
eXtraneous-to-the-classroom projects that not only expand their own but
the general public's understanding as well of the place of the Native
American in our history (Lenarcic, 1977). A]Tfthree courses -seem to rely

. . . oy
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. on creafive, challenging, and dedicated instructors whose interest in

the subject and in-their students. unite. to form a unique and exciting .

_educationgt expérience.

_ To summarize, the preceding courses are examples of the/ways in.
whicb some community college instructors andi'heir 1nst1tutions are _
attempting to alter the format of anthropology cowrses from that used fn
four-yéar'instixutions'to:ones that are more sultable to the comiuni ty
collpge and its students. The emphases here ‘are in making thé courses
more relevant by involving the students "in projects, field experience,
and their gwn environment in order to make anthropology more of'a living
experiencé; increasing student-teacher interaction by decreasing the
traditional lecture format.and substituting more class discussion ‘and/or

greater individualization of instruction; and in relyina more on supple-: .

mental or, alternative instructional materials--e.g. ,-audiovisual mater»
ials. .

Again, it is important to remember that these innovations are jso-
lated examples--not the majnstream. Instruction in anthropo1ogj'courses,
on the whole, follows a familiar pattern. Hhat that pattern is will
emerge in the next chapter when the data that we have gathered onm curric-
ulum trends and jnstructional practices are presented.

~5
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PART I1

CURRICULUM _AND INSTRUCTION

- The study conducted by the Center for the Study of Community Col-
leges was designed to 111 gaps in ‘the literature and to provide a com-
prehensive view of social science ang-anthropological education in the

. two-year college. Through the analysis of college catalogs, a ceurse
classification system was developed and data on prerequisites and in-
structional modes were obtafned.* . A'careful examination of class sched-_
ules for the academic year 1977 78 provided curriculum data on the’ number
and kinds of courses actua1]v schedq1ed data on teaching methods and S
instructional practices were obtained from the class section survey.

\

[N

*For a compléte methodulogica1 report on the prbject, see Hill .
and. Monney (1979). -
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Although curriculum data are distinct for 1nterd15c1p11nary abciai‘
sciences and for anthropology. the class section survey combined these
two disciplines in order to obtain a subject pool large enough for an-
alysis. The sample was'representative of the number of sectivns offered
among all the science sectidns for the-academic year 1977-78 (anthro-

-~ . pology and interdisciplinary comprised 3% of all science sections and
they made up 3% of the class sections surveyed). The total number of
responses was 31, including 16 anthropology and 15 interdisciplinary
'social science courses. The disgussion on 1nstruct10na1 approaches and
practices will at times treat the .two areas together. The’reader will

/7""""""£;1wéy$ be §ppraised as to when the results are-only germane to inter-
disciplinary social sctences or to anthropology.and when the discussion '

- refers to both. . : : . <

: %
" Interdisciplinary Courses

‘Interdisciplinary sodia] science is not as widespread as its propon-
ents Might wish. Taking the broad definition of interdisciplinary soc1a1
science--any éourse or program that combined two or more social science

X disciplines, or a social and d biological science, or combinkd social
science areas ‘and humanities with the emphasis'on the social sciences--
57 percent ofgur samp]e (Hsted one or more courses of this type in their
coJIege cataIOQS But in terms of actua11y scheduling such a class, only
40 percent of the colIeges did so.
Certainly in comparison to Gross and Maynard's study (1965) where
, only‘.hree percéent of the 140 college catalogs examined had an 1ntegrated
social science offering, the 1nterd1sr1p11nary perspective has made
enprmous 1nrpads into the two-yeag college social science curriculum.
But {f one compares this to the great popularity of the integrated natural
* science course (93% of the sample 1isted such a course and 89% scheduled
one), 1t seems that the full potential of the interdisciplinary movement
- has not been reached °
Interdisciplinary social science courses are not dispersed evenly ¥
across the ‘country. Over half the institutions located in the West and ’
‘ . ', \
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Middle States region offered Such a course, whereas only one-third of the
colleges in the South and less than a quarter of those in the Mountain/
Plains area had such offerings. Also, the number of offerings within an
institution seems to vary by region. It is more common for colleges in
the West and the South to have multiple interdisciplinary offerings than
for-those in the other regions. The Northeast stands out particu]arly

in this respect because only one of the five colleges in our sample that

offers interdisciplinary social science has more thnn one offering.

Interestingly, that one institdtion is a technical co11ege with a certi-

ficate program in alcohol counseling.

The broad definition of interdisciplinary social science was then
broken down into eight categories by course title and‘content focus. The
eight categories were defined as follows: » -

The interdisciplinary category includes”courses and programs that
combine two or more special areas of soctal science (anthropology, psy-
chology, sociology, economics, history, political science and geography)

- or occasionally combine a social science and a biological science, i.e.,
biology or ecology, O gombine the social sciences and humanities. These
courses and programs deal with some aspect of the past, present and
fu;ure activities, 1pst1tpt10ns. and behavior of humans. Unless otherwise

ted, such courses and programs serve as an 1ntroduct10n or strvey to

‘Social Research
- ThanatGQOgy _ ]
. Urban Planning i N

. Other

(For a complete description of each of the above subcategories, see
Append1 x B )

~
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ggggggj/lntroductory Courses _
Not surprisinaly, a general or -introductory class s most frequently
of fered, probably becausélit is so often 1nE1uded as part of the offerings
under general education. The general education component of ihese courses
{3 underscored by the prevailing emphasis-on the- American experience and
American institutions. These courses are designed primarily as a first
Jevel course, and onl} rarely (13%) bylcatalog description and never by
the response of the instructors in the course section survey 1s there a

prerequisite to them. The \jterature is congruent Qith our findings from

both the above methods of determining course sequénce or linearity since
the issue of prerequisites simply'does not arise.
Interestingly, while Gross and Maynard (1965) found that the titles
_ "Social Studies" and “Social Science" were used 1nterqhangeab1y. our
analysis showed that the term "“Social Studies" has almost disappeared
“from the catalogs of community colleges. Within our glass1ficat10n
scheme. only three courses were designated as sogia] studies and two of
these were decidedly other than college level courses--one 3 GED and the
theﬁ a Basic Education. The reason for this shift is not apparent from
the data. It is possible that this change has occurred because community'
college instructors have ciarified and more carefully defined the content
of theié courses, thus setting them anart from social studies. A second
possibility is that community college instructors have arrived at a phil:z
osophical position and have estqblished {nstructional goals that are '
consonant wjth the purpose and methods'of.social scientists (Barth &
Shermis. 1970). “But a more 1ikely explandlion s that as community col-
leges have moved away from the K-12 system‘and increasingly become iden-
tifte& w1th the post-s%condary sector, 8 corresponding movement has taken
place within academic areas. The social studies have been defined as
the -social sciences simplified for pedagogical purposes (Wesley & Wronski,
1964). Small wonder, then, that communi €y college instructors and de-
“partments, in their efforts to move aday from their secondary roots.
" would also like to disassociate themselves from this less academic
endeavor and become affiliated with the social sclences.

'
1 . -
.
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Although by definition all these qenera] or introductory social
science courses were 1nterdisc1p11nary, it 1s interesting to see the vari-~
ation that exists in terms of actua] definition and practices among in-
structors. A few instructors answered negatively to the question: Has\
this class conGucted as an 1nterdisc1p11nary class? Of those who answered
affirmatively, all listed other disciplines that were ‘{ncluded. However,
when queried in what wags instructors from other disciplines were involved,
the most frequent way was through course p]anning and the least frequent
was by team teaching. It would appear, then, that there is no one way
by which interdisciplinary courses are in practice either defined or
taught. Consequently, the debate in the 1iterature over single teacher
versus team teaching reflects the lack of consensus among the practitioners.

The next most popu1ar course category both in terms of inclusion.in
the catalog and actual]y ‘being offered, is geronto]ogy or aging.  Some 40-
courses were listed in the class schedules and of these 28 percent had
a prerequisite’ The prerequisites varied from another interdisciplinary

. socia) science course to instructor's permission, with the majority re-
'huiring an introductory psychology or sociology course. Courses in geron-

tology were, offered through a 1arge nuber of Bepartments and from a
variety of perspectives, They were listed most often under psychology,
but they.were also included in such departments as health, nursing, phil-
osophy, biology, and social.work. ' . '

As Table 1 1nd1cates. the other categories are all close together,
both in terms of the number of colleges that 1ist, them in the catalog and
schedule and as a percent of total social science cosrses (Column 3). Not
surprisingly, except for the category, "Other,” "a higher percentage of
all the special topics courses require a prerequisite when: comféred to the

»

introductory or survey, courses. . .

Al

Anthropology is more comm0n1y found in the community college than is .
interdisciplinary social science. Of the colleges, in our sample, 63 per-
cent listed one or-more anthropology courses in the college catalog, end

"
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" Table 1.

1

Interdisciplinary Social Sciences in the Two-Year Colleges,

1972778 Academtc Year *° '

X

3

\

Percent of Percent of Percent Percent of Total Percent
Colleges Colleges of Total Int. Socfal Science +of This
ot came e U s FERT
.1" Catalog ggh%%%%i on >¢ ??uIe‘ Lecture Laboratory Prerequisite
(n=175) '—1;=1v§) . (n=168) (n=587)
Ssocial Science kSurvey) . 2§ 17 - 26 , 51 13
Environmental 10 . o 9 B [ 33
Aging 24 16 2 Pl 28
Special Groups 9\ 6 10 . 5 28 -

* Social Research 8 '3 3 2 40
Thanatology 13 9 1 6 ' 17
Yrban Planning <9 s 6 3 20
Other . A K 8 n 9 . n

Note. 1. 100 coIIeges (57% of sampIe) 1ist one or more {nterdisciplinary social science.courées in
the college catalog. :
2. 70 colleges (40% of sample) 1ist one or more 1nterdisc1p11nary social science courses in
' schedulfs of classes. B ..
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54 percent had one or more in their schedule of classes.

Although the pattern is different, there is also considerable vari-
ation by .region in the 1n£t1}utions offering anthropology courses. Alf
the institutions in the West offer one or more anthropélogy courses, and
nearly two—thi}ds of the colleges in the Middle States region offer at
least one course. But there are four times as many ?fferings in the

" colleges in the West as in those located in the Middle States. Half the

schools in the Midwest and the Northeast and a third of those in the
South offer anthropology; but while schools in the South and Midwest tend
to have more than one type of cou§s£:\those in the Northeast do not.

_ Anthropology was then further subdivided into seven categoriey in
terms of course content.- The category includes courses and”programs
dealing with the study of the physical, social and cultural origins of
man. The discipline focuses on the interrelationshio of the' natural.and
social environpent as it relates to behavio} patterms, Social |nst1iu-
tions, language, and beliefs among different cultures. The categories
are physical, cultural, prehistory and archaeology, Indian 9nd Native
American, specialized cultural, and specialized topics. Unless other-
wise stated, these courses are desigred for students who wish to fulffll
a general educatian requirement and for students who wish to pursue a
program in anthropology or another social science. .

Introduc tory-General
Physical Anthropology
Cultural Anthropology
Archaeology/Prehistory
Indfan and Native American
Specialized Cultural

Other Q

(For a more compléte description of each of the above subcategories, see

&

Appendix B ) -

The type of course most frequently listed and. actually offered was
culfural anthropology. Within this type, 16 percent had rerequisite
that was ,generally another course within the discipline. While the
next most frequent offering within the catalogs was the introductory or
general course, it was superseded by .both archaeology and specialized

&
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_ cultural anthropol as a percentage of the total anthropology courses
Jisted in the schgdule. ‘However, it must be pointed out that the incon-
siseency~1n those'percentages. as well as the inconsistency in physical ﬂQ
anthropology, may be a result of the small numbers that are here involved.
As Table 2 inditates, the percént&ge of courses in archaeology and
specialized cultural anthropology that require a prerequisite is fairly
high--39 percent for the_forﬂnr} 29 percent for the latter. Instructors’
permission, another course within anthropology, and another part in the
same course sequence wWere the p}erequisites in archaeology. In spectalized
\&\\K ! _ cultural anthropology the most frequent prerequisite was another antﬁfopol-
\! ogy course. ' - .
*mh Our 1iterature search revealed only one study that examined the types
J %, of anthropology courses offered in the conmunity college:: this study was
- Miller's survey of social science chairmen (1974). While the methodolo-
gie§ of Miller's study and our own project are in no way comparable, it
is 1nferest1ng to noyg_fhs differences in the findings. Miller's results,
based on a questionnaire sent in 1972 to 219 community colleges natiomwide, °
de'a response rate of 48 percent, which Jeaves some question about the
nonrespondingvinstitutjons. In the 105 colleges that did respond, 80
percent offered some anthropology. The most frequent offering was the ;
{ntroductory level course, followed by cultural anthropology and a course *
. on North American Indians. When qperied as to where they p]anned'to -
"expand their offerings, thase colleges. that had:such plans indicated ex-
pansion in courses dealing with cultures, courses on North American
Indians, and courses in archaeological methods. 1f these projecteq areas
of ekpansion have, in fact, been realized over thé past fivé years, they
may shed some 1ight on our own_ findings, which jndicated more courses
scheduled 4n cultural anthropology followed by courses {n archaeology and
K\spec1a1ized cultural anthropology . l . ' o
_' Our study also revealed that the type of anthfhpo]ogy courses offered
varies by region. Cour:is in the colleges in the North East are 1limited

to the introductory gen al course and introductory cultural; there, e
no courses on physjcal anthropology, archaeology, and Indian/Native

Americans in an the 11 colleges within our samp]e'in this region.
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Table 2 _ .

Anthropology in the Two-Year Colleges, 197]-78 Academi; Year ’: ‘ \
Percent of Percent of Rbrcent ‘Percent of Total r Percent
E?ll?g;sThi‘ E?:l:g;sThis ::t:::;;logy li g"ﬁ:‘ﬁﬂojfg?ted on g;pzhégurse
Type of Course Type Course Type Course " Qourses Listed 'S%ﬁ?H'Ti Having a
n, Catalog §2h2::$: ' on ? edule Lecture Laboratory’ Prerequisite
- -~ (178) + (ne175)  (we2sg) . (wB90) | -
Introductory-General 30, 25 . 4 \ 18 ' 5 '
Physical . 2 22 o2 n |
" cultural a3 3 24 32 6, A
Archaeology/Prehistory 23 15 ST r : %
. 13- Indian & Native Americaf 15 10 ) 9 5 B 12 )
Speclalized Cultural 24 16 .18 v 29
Other - 6 . 2 . 2 , - ) 33
.§§' Note. 1. 110 colleges (63% o? samﬁle) 1ist one or more anthroﬁo]ogx courses 1n the college catalog.

2. 95 colleges (54% of sample) 1ist one or more anthropology courses in schedules of classes. N
. | ] k ) | -
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Courses in aﬁihaeology and
in the West,

A caveat about offerin
general and in anthropology
of what the catalog states

- o
’

Indian/Nat}ve Americans are typically offered

gs in the community college curriculum-in
in particular is in order here. Regardless
in terms of suggested curricula or course

sequence and in spite of the classes and sections listed in the schedule,

it is the number of student
mines what the community c0
decade ago comprised 29 per
are now an even smaller con

s who appear in the class that actually deter-
1lege .offers. Transfer students, who only 2
cert of the student population {(Medsker, 1969),
tingency. What the decline of the transfer\

group means in terms of the curriculum 1s;that there are fewer required

courses and fewer students

taking a prescribed program. The net result

{s that students sign up, perhaps appear once or twice to sample the .

offering, and then disappea

r--a pattern occurring semester after semester,

quarter after quarter. Our survey figures reveal how this pattern af- "

fects a discipline such as

anthropology. Sixteen instructors to whom

the course section survey was sent did return them, but four other

sections were cancelled, a
that of the other scfence d

Before concluding this
the differences that were 0
size and tyye of Coﬁtro1—-p

cancellation rate considerably higher than
isciplines included in our study.

section on curriculum, note should be made of
bserved an course offerings by institutional
ublic or private. Our analysis Shows that

while colleges with a student population of under 1500 do not generally
offer either anthropology br interdisciplinary social science, more offer

the former (35%) than the 1
nearly all the institutions
Interdisciplinary social sc

a;ter‘(14%). Both course types are found in
with a student population pf over 7,500.
fence istoffered in half the schools with a

student enrollment of 1,500 to 7,499, and anthropology is offered in

‘62 percent of these medium
the private institutions ha
.4 percent of public colleg

" 61 pe}cent offér anthropolo

sized institutions. Less than one-fifth of

ve offerings in either discipline, while

es offer interdis¢iplinary social science and * .
gy. Both digciﬁiines are rarely found in

colleges in rural areas. The publig comprehensive colleges, located in
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urban or suburban areas with a student population of over 1,500, have
the capability of offering a more diversified social science curriculum .
and thus include classes in anthropology and {nterdisciplinary social

science. -

-

§
- INSTRUCTION

]

The class section survey provided the data on instructional practices
. in anthropology and interdisciplinary social science classes in two-year
institutions (see Appendix C for a copy of the class section survey).

A questionnaire was sent to the instructor of every 13th section offered
within these disciplines in Fal1_1977. From the responses a cohesive

body of information on course goals, course requirements, student achieVe;
ment criteria, and instructional practices and materials was obtained.

Faculty Characteristics
What does the faculty look like? Our survey reveals a proffﬁe of
anthropology and {nterdisciplinary social science instructors. They tend .
to have taught three years or more and their highest degree tends to be
the master's (88% in anthropology aq& 80% in socta) science). ~Of the
1nterdisc1p11na;y social sclence sections surveyed' 87 percent were taught
by full-timers. As discussed earlier, the interdisciplinary-approac
does demand more‘timg and effort and requires flexibility on the pari\of
- an instructor. Full-timers would more likely be able to invest the time
since so many part-timers have fukl-time jobs outside the college (in
California, 77%, Sewall et al., 1976). In additjon, experienced teach-
" ers may feel more secure in their role and thus be not only more willing
fo experiment and innovate, but haQe the.flexiblity ‘to do so. Twenty-five
percent.of the anthropology sections surveyed were taught by part-timers
compared to 16 percent of the total science sections. The number of
sections taught by part-timers s remarkably close to Brawer's finding
(1976) that 2# percent of the instructors in culQ@ra] anthropology

taught 4-6 hours.

.
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Students . .

_ Anthropology ‘.lasses tend to be slightly Targer than those in inter-
dfscip11ndry social science; initial class enroliment was 31 in the former
and 27 in the Tatter. While the average fnitial class enrollment in aNN
the science surveyed was 31, economics, soctology, anﬁ.psychology were
larger--35, 35, and 39 respectively. Both anthropology and interdiscip-

" linary social science classes had an 81 percent average rate of completion,

in comparison t6;9;79\percent completion rate for all science courses.

The -81 peréent rate is comparable to that of the three other social science
disciplines. ' ;

In terms of class composition, there was only a small difference be-

tween the number of females and males enrolled, with females being s1ightly

" higher. This class ritio is very similar to ?nother social science'dis-

cipline, sociology, and to integrated science. Females again were slightly
higher than“ in thefir completion of such courses. '

RESULTS . .

From the class section survey, it was ‘found that both 1ntgrdisc1p-
linary social science instructors .and anthropology instructors feel their
course is primarily a lower diviston college parallel course; two-thirds
of each group felt that® the course was designed for the non-§c1ence .
transfer student and for adults who desire further education. These re-
sponses are very much in line with those of instructors in psychology and
sociology. '

N
Course Objectives

A majority of faculty in both areas see the relationship of science
to society as the primary focus of their course. Sixty percent of the '
social science instructors and 75 percEnt of those in anthropology desire
EQat their students “understand/apprecigte inter-relationship of science *
and technology with society," and 73 percent of the former and 50 percent

of the Jatter want their students to achieve the ability to "relate

- knowledge acquired in class to real world systems." Both disciplines
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had a few'insgructofﬁ who desired students to achieve an understanding

of problem-solving techniqyes and fo understand the specific principles,
concepts.‘Pnd terminology éf the did 1531ne. Instructors within each
discipline were fairly evehly divided, in their choice of "understanding
3elf" and dgyeloping “the?pbjlity to think critically" as theiv major goal
for the partitular'c]ass.{ While their.concern for students to "under-

stand self" placed them close to their fellow social scientists in soci-
ology and psychology, it clearly separated them ffom all the other
disciplines that minfmized the importance of this objective.

T

Classroom Activities _

Both disciplines utilize the lecture format as the dominant mode of
instruction. The only major exception to the use of lectures is in the
archaeblogy/prehistof9~courses. Within this category 41 percent of the
course descriptions in the college catalogs indicated that the class had
both lectures and figld work. : .

,The course section surQey provided a more detailed breakdown of .
the type of classroom actigities and the time allotted to them. The
instructors within both areas rely primarily on théir own lectures, but,
in addition, classtipe is spent oh a variety of other instructional ap-
proaches. In fact, both types of courses are distinguished from those i
in the other.disc1p11nes by thejr use of guest lectures, student presen-
tations, film or tapéd media, and field tripst The use of such activ- .(
{ties with interdisciplinary social séience classes is a strong tndica- '
tion that many of the‘ﬁdeas art1cﬁ1ated in the litefature are translated
into actual classroom practice. :

- More interdisciplinary social science instructors (53%) use guest
lecturer$ than any other group. However, since some of these instructors
reported thatfeachers from other disciplines were involved in making
the course an interdisciplinary effort by .offering guest lecturés. this
may account for the relatively high usage of this 1nstruct19na1 varia- .
tion. A very high percentage of social science instructors (80%) spent
a portion of class time on student verbal presentations. This act1v1fy

r t
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again separates them from their anthropology counterparts (only 30% used
" student presentationé) and from instructors in all the other disciplines.
The use of student presentations corresponds with the recommendations of
Friedman (1969), Heitzman (1974), and Np11er (1975),3among others, that
interdisciplinary social science courses employ activities that encourage
involvement and thaé stress a process orientation toward course material
rather than fact orientation. “tlass discussions are used by instructors
in both disciplines but neither this activi;y‘nor the amount of class
time spent on it distinguishes these two areas from the other disciplines
*{ncluded in the study. - C
The number of instructors who used taped media or film and, partic-
ularly, the amount of class time spent on these forms was distinctive to
both areas. Twenty or more percént of class time was épent on this i
activity by 20 percent of‘the social science sections surveyed and by
38 percent of the anihrbpology; both of these time al[otménts were con-
siderably higher than any of the other disciplines. Co .
When the type of media and the frequency of usg are examined, some ’
interesting differences pppéarrbetween the two disciplines. In anthro-
pology courses, the most frequently used instryctional media were:
(1) film; (2) slides; (3) audiotapes/cassettes, records and videotapes;
and (4) overhead transparencies. For social science, the order was -
(1) fi?m;r(Z) vidgotapes; (3) overhead transparencfes; (4) audiotapes/
cassettes/records; .and (5) slides. While it is true that almost all
instructors in'both disciplines utilize film (only two in each did not),
anthropology instructors are much more likely to use it “freguently,"” .
whereas social science fnstructors tend to use it "occasionally." The- '
only media uséd as "frequently" by both was overhead transparencies. . &
The use of videotapes ras also equal since all instructors marked

. '

“ocqasionally.“ o

* Cantor (1978), commenting on interdisciplihary humanities courses,
noted that a factor 'common to al¥ was that they were highly mediated. .
while interdisciplinary social science classes shﬁre,this characteristic:
they do. not use media to the same extent as anthropology classes. Thus
the anthropology literature describing the use Qf film anq.othgr media

o 34 '
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as_ilternatives to actual field wor
more alive to students (Ager. 1976;

v
e

k and as a means of making the course
and .
Chalfen, 1976; McRae, 1973) should

perhaps be seen not as a caltl- to upllize 1nn6vat1ve techniques but rather

as a reflection of actual ctassroom

practice.

i

Fleld trips were atilized by 20 percent of the social science sec-
tiohs and by 25 percent of the antﬁropologj sections. Employing this
activity put them closeeto the earth/space and integrated science dis-

_ciplines but in contrast to the other social science disciplines where

field trips were used very minfmally. .
Also of interest is the fact that 20 percent of the interdisciplinary
socfal science and 25 percent of the anthropology instrufgQrs do not use

quizzes and exams at all, The only
their e;chewing of tests is enginee
in engineering courses problems and
tive means of evaluating student pr
alternatives is used in the courses

Grading - .
This brings up the question of

. glvep to various kinds of student a

from both disciplines include- paper

other discipline that¥omes close in
ring. It is reasonable to assume that
}ab work would be used as an alterna-
ogress. However, neither of these
under discussion.

what emphasis in terms of gngdes is
ctivities. As a group, instructors,
s written outside of class; essay

“exams; field reports; oral work, including participation in class dis-

cussion; and research reports to a greater extent than {nstructors in
all other disciplines--except in sociology and psychology--in determining
grades. On the other hand, quick-score objective tests and homework are

not included, which again sets theﬁ

“these COUrses emphhsize written and

apart from the fnstructors in most

" other disciplines: A composite picture suggests that {nstructors-in .

short answer exercises. This con-

cern for written and oral work ‘may be related to the jnvolvement of
oo . -

these courses (particularly interdisciplinary social science) in the

general education framework, ‘or-it may have to do with the value that

_ ocial scientists in general place on these basic skills.

L

do instructors Yook for in evaluating students' exams and

N
-
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- work? Again for both aroups, dn acquaintance with the concepts of the
discipline is of primary importance, followed by ability to synthesize
coursé content and re1at10nshfp‘of concepts to students' -own values.
While the high degree of importance attached to the latter was unique to.
these instructors, and to those in sociology and psychology, this defin-
itely corresponds to their desire to have students "unqerstand-self" as
the major goal for their class. Less value was assigned to mastery of 2
_skill and the recall of specific information. - ' }' O

. When queried as to the type of exam most frequently given, two-
thirds of the instructors in both aréas frequently used essay form while
only 10 percent never did so. These responses separated them from the
1nstructot5«1n all the other disciplines, but they are congruent with the
emphasis ﬁlaced on activities utilizing writing skills. Only half of them
used multiple response frequently, and_nearly a _third never used‘this ‘
exam type. Their reliance on multiple response exams was considerably
less than that of their fellow social scientists. Nothing in the grading
practices of these acthitjes is d15t1ntt1ye;_a1most;90 percent depend on
the traditional letter grade. .

.

Instructional Materials
In 8ddition to textbogks, faculty in anthropology and interdisciplin-
ary social science use a variety of instructional matgria]s, including
collections of readings, journals and magazines, newspapers, and sy11ab1'
or other handouts. Interdisciplinary socfal science_instrucfors are
distinguished by the highest use of journals or magazines (73%) among
instructors of all disciplines and also by their reliance on newspapers.
Since two-thirds of ihe instructors stated that they were well satisfied
with the textbooks, the use of more topical material appearsnto be supple-
. mental, and perhaps related to these 1nstruct9rs' concerns for relating ’
science both to society and to real world problems. While fewer anthro-
pology instructors declare themselves nwell -satisfied" with their texts,
they are unique (particularly among their social gcience countenparté) in
having a total say in choosfng. the texts. This same finding 1s reported

‘ ’
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‘oul- of-cia s activities are either required or recom-
] Q-en.\y in anthrﬂapiogy and interdiscipiinary social
science c-' il f_ in classes #& most other disciplines. These activ- -
educatidhai fiims, other films, television pro-
g and outgdde iectures Nhi\e these activities
¥ ted'for socia!ﬁpcience classes, they are usually
dniy reconnended éﬁi nthropoiogy classes. %his interest 4n expanding
the \earning experience beyond the‘confines of the classroom meshes with
the major course objectiv nmyntepng%gte science and society and )
science and reai wor ? Tems’ Furtifermore( it underscores much‘f '
the literature, which t kes the\position that'only by extending the,
learning experience to‘nut b§-class situations will it be meaningful,
and then goes on to reia

Course Improvement ' -
The extensive uqF of n\anthrophnogy\courses discussed pre-
viously shows up again, but i a somewhat di?ferent 11ght, when in-
structors were asked what wou& Ymake their couqse better. Some 80 per-
cent of those in anthropo\og%i\ t that the agaiiabi]ity of more media
or instructiona\ materials wou\_ mprov their p\ass. this is higher than
ng inter iscip ‘ocial science
\t_‘hat this uﬁuTﬁ elp iﬁke their

any other oroup of instructor .
- {nstructors, nearly 50 percenty,
course bettér. ~?
‘ Interdiscip\inary teachers tﬁut their gierses would be better
if theip classes were sma\ier, 15136%2 had more f%iease time to work on
the class, and if their student re. betteripreo&red . _Anthropology
instructors rarely feel smaller classes would be\benef\gjai but in-
structors in the other social science discipling§ agree with their
interdiscib\inary colleagues. Examining this response by course type,
we found that it is mainly the introductory or su%vey courses designed

a - ‘
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for general education requirements that'instrﬁctors would Y1ke to see
smaller--not those on more specialized topics. '

Many 1n§tructors in dll the disciplines surveyed felt that their
courses would be improved if they were given more release time to work
on and develop the course. Close to half of the anthropology instructors
checked this ftem. But the fact that 60 percent of 1nterdisc1p11nary
social science instructors cite this as a need supports the Wrterature,
which stresses the extra time required to develop and prepare 1nter—
disciplinary offerings. .~ . .

The. desire for better student preparation is not unique to~this
faculty group. In fact, 60 percent_of the anthropology instructors
share it as well as half of the entire faculty surveyed, Concern with
student preparation»is almost endemic to the teaching profession at all
levels, and certminly this concern is not new to théfcommuﬁQty college
scene. .However, in the case of anthropology courses, this concern may
stem from a somewhat different cause. While the perspectives of mény -
social science disciplines are touched upon 1n high school classes and’
have--albeit in a popularized way--become part of the-pervasive culture,
this 1s not true of anthropology, Thus this- response on the part of
this group of teachers may reflect not only ‘their concern with the stu-
_dents"basic skills but a unique ‘concern over the students' unfamiliar- '

ity with anthropoloqica] concepts and theories. While they are concerned,
none of them see stricter prerequisites as ‘a means of solving the prob-
lem of student preparation. Such an attitude sharply contrasts ‘with that
of their social science colleagues. Over one quarter of the interdis-
ciplinary instructors feel that stricter prerequisites would make thelr
course better and approximately a quarter of the economics. sociology,
and psychoJogy instguctors concur, . .

Both anthropology and interdisciplinary social science 1nstructors
are distinctive in that none of them desire more freedom %o choose

m@terials and only one respondent fe]t that administrative interference: L

should be decreased. In short, these courses seem to be offered in
{nstitutions in which instructors have sufficient autonomy in their

38
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work and with the exception of student. preparation and more release time
are able to control many aspects of their work environment.

In Sum T

The following summarizes the major findings on the two disciplines and
fills some of the gaps in the literature. Anthropology courses are more
frequently listed and scheduled in conmunity colleges than are interdis- O\
ciplinary social science courses. Course offerings of both types are
not as widespread as either courses in the other social science discip-
lines included in the sthdy--economics, psychology, and sociology--or
as interdisciplinary sciénce courses. Almost without exéeption such
courses are only found in medium or large comprehensive public colleges
located in urban and suburban areas. The introductory or survey course

. is the most frequent offering within 1nterdisc1p115ary social science;

however, within anthropology, it is the cultural survey course that is
more prevalent--not the general introductory course surveying the entire

discipline. Except-for some of the more specialized courses, such as

archaeology, specialized cultural anthropology; gerontology, and thana-
tology, prerequisites are rare. ' o

Courses were defined as interdisciplinary because the content in-
volved severa] disciplines within the social sciences or social science
and humanities or social science and physical science. Interestingly,
the instructors of such courses did not always regard them as inter-
disciplinary, and those courses that were so considered were conducted .‘
in several different ways. Some did not involve other teachers; some
only used other teachers in course planning or as guest lecturers; only
rarely was a courée team taught. Thus the debate in the 1iterature on
interdisciplinary courses and how they should be taught reflects the ' .
many orientations of those teaching them. '

Many of the goals and methods of general education are translated
into active practice by instructors in both areas. Course objectives
stress the relationship of their diséipline to society and to real
world issues. Classes are targeted for transfer and nontransfer stu-
dents as well as for adults -interested in furthering their education.
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Instructors utilize activities both in and out of tlass that involve the
student and that styess written and oral skills. Essay tests are used »
more_frequéntly thzifshort answer tests; papers and rasearch raports
are required in many sections; and student discussions and presentations
constitute a portion of class time. Texts are frequently supplemented
by such materials as journals or newspapers 1in order to have the course v,
“content Interface with actuial situations and problems, and there is a
heavy involvement with instructional media by these instructors.
The instructors in both areas ténd to be experienced. Ninety'perceﬁk L
have taught over three years and a third of those 1in pnthropology and a
fourth in interdisciplinary .social science haye taught over ten years.
~ Some 1nstructors, particularly those teaching the introductory soclal
science course, would likg.smalﬁer classes. A number of instructors in
both disciplines feel that the ‘students should be better prepared, the -~
release time for course and material preparation 1s not sufficient, and
the availability of media and/or materials 1s not adequate for thelr
courses . On.balance} however, our- find#ngs indicate that instructors
in thesq-disciplines enjoy a great deal of autonomy in their professional
role and are generally satisfied with thelr courses. :
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- _ PART 111
COHELUSIONS AND_ RECOMMENDAT IONS

7

It appears that anthropology rethins 1ts separate idéntity within
the community coilege curriculum. 'Our data revesled that anthropology is
only infrequently included as one of the disciplines that make up an '
interdiscipTinary course. While 1t {s certainly natural for anthropology
instructors to want to preserve the integrity of their discipline, it
might be advantageous for instructors to explore new instructional ap-
proaches. Such approaches could assume a variety of forms, but the major
thrust would be to expose a wider group of students to the major concepts
and basic perspective of the discipline. . '

Our current study, plus the darlier study on cultural anthropology
(Brawerb 1976), reveal several ;venues‘that‘are worthy of consideration
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and exploration. First, anthropology courses are conspicuously absent
from private colleges and from the small public and technigal institutions.
True, many of these 1ns£ltut10ns have neither the resources nor the,need
to inspitute traditional course offerings in anthropology. But an inter-
disciplinary social science course that incorporated anthropological con-
cepts and methods would give students in these colleges at, least an
introduction to the subject. Second, courses or segments of courses could
be devised to fit into vocational programs--for example, a unit on death
and mourning in various cultures for students in nursing and the allied
health programs or a unit on kinship systems among minority cultures for
those in police science, gerontology, and community service programs.
Third, an effort can be made to move anthropology out of the classroom
and into the general public's {interest through activltles such as community-
wide archaeology clubs and field trips, lectures feeturing people from the
coomunity with particular expertise, and "mini" courses or Tectures on
cultures of various world areas designed for travellers and others who
might have an interest 1n\9 partlcular area. )
The final-recommendathn 1s directed more to: program planners than
to individual instructors, There seems to be a return to or a rediscovery
of general education as witnessed by the recent programs and proposals at
*’p Harvard, Berkeley, Stanfaord and Corngll. Some of the two-year colleges
’ (Sante Fe and Miami-Dade in Florida) are also resurrecting former general
education programs and more colleges may do so in the. immediate future.
With this renewed interest in common experiences as an educational base,
more educational planners should consider the role that anthropology can
play 1n such a program”' Anthropotogy 1s, after all, the discipline that
encompasses many of the integrative assumﬁlions aboyt human populations, -
‘ past and present, and whose perspective 1s homocentric, not ethnocentric.
These integrative assumptions and a knowledge and ipsight into others are
crucial components of all general education-programs.
While the literature and the practitioners present a strong case for
* the valuable contribution that 1nterdlsc1p11nary social science courses
make to the curriculum, a good number of institutions remain unconvineed.

. ' 42 ‘ -
S e
‘ 47




At least it must be assumed that they lack conviction because such courseg
are not included in their curriculums. It would seem that these courses
could be a major us;et in schools with‘a vocational/technical emphasis
where .the need may be to give students as wide an exposure as possible
within a limited time. Yet over balf of these institutions. have no inter-
disciplinary social science offerings. Such.courses are also rarely
found in either private colleges:or in colleges with a student population
of under 1,500. Administrators and instructors in these institutions may
want to examine the benefits of interdisciplinary courses 1n fight of their
own needs and resources. " For those program planners who are considering
ways: to institute or to augment their general education componeht the
findings from this study may provide a basis for fhe inclusion of such
courses. The findiﬁas bolster the 1iterature by clearly demonstrating
that the goals for and the materials used in interdisciplinary soc1a¥
science classes are supportive of general education objectives.
"The literature and the findings that have been presented suggest
some additional lines of research concerning interdisciplinary social
‘3€“j ctenck classes. Such research may provide an even stronger basis on
w h to 5ell the 1nterdisc1plfnary approach. First, while its advocates
argde that the interdisciplinary method counteracts the narrowness and
\*‘ﬂx‘ﬁ__p r-specialization of the disciplinary aporoach, further investigation
) is needed on how best‘to'Characterize the interdisciplinary influence
and how to furtfler extend it. Second, more comprehensyye studies on
student response to and achievement in interdisciplinary social science i ,1
courses are needed. Lastly, since it 1s full-time equivalent students
that speak most loudly in curriculum decisions, enroliment trends'tn
these courses need to be studied. In particular, such research shduld
address the double-edged question: Do interdisciplinary courses generate
» their own enrolliments or do they cdnnibalize enrollments from traditional
disciplinary courses? ' The answer to-this question could be crucial 1n
determining the future of not just 1nterd15cip11nary social ;21ence

an

courses but of all interdisciplinary*courses. . '
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* APPENDIX A

E

/. Region 1 NORTHEAST Maryland -
. s ' - Dundalk’
Connecticut _ Hagerstown
Greater Hartford Harford'
Mitchell, Quinebaug Howard o
. .o ' Villa Julie
; Massachusetts N _
Bay Path . B,ej_ie—r—s—el\
- Bunker Hil ¢ Atlantic _ N
. Mt. Wachusett - Middlesex County
Maine' RN PennsyTvania
. University of Maine/ Allegheny County/Boyce Campus
»  Augusta ) Delaware County
Harcum
New Hampshire Keystone’

Northampton Cbunty

New Hampshire Tech, Northeastern Christian

White Pjnes
’ West Virginia

West Virginia Northern
Potomac State

New York
.Cayuga County

Geneses
foteon Valleyw
0 North Country Region 3 SOUTH -
Vermont Alabama
Champalin ) James Faulkner State
ot Col. of % John C. Calhoun State
eNorwich v 3 ‘ ' Lurleen B. Wallace State
) t ) Northwest,Alabama State
Region 2 MID?LE STATES o Arkansas )
Delaware . . ) Central Baptist
Delaware Tech. and C.C./ n;:iliijppi County
Terry Campus e
Goldey Beacom
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Florida

Brevard v N
Edison

Florida .
Pa}m Beach

Seminole .
Valencia

Georgia

Atlanta

Bainbridge

Clayton

Floyd T
Georgia Mi]itary ¥
Middle’Georgia °
South Georgta,

Kenih%kx '

‘Southeast

Mississippi

Itawamba

Mary Holmes :

Mississippi Gulf Coast/
Jefferson Davis Campus

Pearl River

Southwest Mississippi

Nood

North CQrolina

Chowan College .
-Coastal Carolina

Edgécombe Tech. -
Halifax City Tech.
Lenoir

Richmond Tech.
Roanoke-Chowan Tech.
Wake Tech.

South Carolina

Greenville Tech.
Univ. of South Carolina/
Lancaster

Tennessee

Jackson State ./ ‘
Maptin

Morristown

Shelby State !

Texas

Angelina

Lamar University/Orangé Branch
San Antonio

Vernon Regional

Weatherford

Virginia

Central Va.

Northern Va. /Alexandria .
New River !
Southern Seminary ,
Tidewater '
Thomas Nelson
Wytheville

Region 4 MIDWEST |

I11inois t

Central TMCA -

Danville . -

Highland ,
Kishwaukee

Lincoln Land '
Oak ton .7
Waubonsee ' .
William Rainey Harper ,

IR
.

-

Towa

011nton )

Hawkeye Iﬁ$¢1tute of Technology
Indian_Hills _ .

Towa. Lakes'

Marshalltown . : :
Southeastérn . -~ &
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Michigan

Bay de Noc

Delta

Kalamazoo Valley
Kirtland

Monroe County
Oakland

Suomi

Minnesota
Austin ¢

. North Hennepin

Northland

University of Minnesota Tech.

HWillmar

Missouri

St. Paul's
Three Rivers
Nebraskd

Metropolitan Tech?
Platte Tech.

. Ohio
- Edison State

Loraine County

Northwest Tech, S

Shawnee State

Sinclair

University of Toledo
Comn. and Tech.

Wisconsin

District One Tech.

Lakeshore Tech.

Milwaukee Area Tech.

University Center System/
Sheboygan

Western Wisconsin Tech.

1

"Region 5:  MOUNTAIN PLAIN
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Colorado

Arapahoe..

Community College of Denver
Auraria Campus

Morgan

Northeas tern

Kansas

Barton County ol
Central -
Coffeyville

Hesston

St. John's

Montana
Miles

North Dakota

North Dakota St. Sch. 6f Science

0Ok 1ahoma

Connors State -

Hillsdale Free Will Baptist
Northern Oklahoma

South Oklahoma City

St, Gregory's

“South Dakota

Presentation

U§Qh .
College of Eastern Utah

Utah Techa

Wyoming -
Central Wyoming
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Region 6 WEST ’

Alaska . :
Ketchikan

Ari zona

Cochise . . r
Pima

California . . .

American River

Butte . o L

Citrus : | S )

College of San Mateo s

College of the Desert !

College of the Sequoias :

Fresno City College , .

Hartnell @ .

Lassen , .).

Los Angeles Pierce. .

Mendocino

Merced N :

Mt. San Jacinto. .

Saddleback . ¥
. San Bernpardind Valley .

San Diego Mesa - . .

Santa Rosa .

Nevada L . .
Clark County .

Oregon

Chemeketa

Mt. Hood N

Umpqua ' -

Hashington
Green River . BN o .
Lowe? Columbia . . ) . N
Peninsula ) . .

South Seattle




APPENDIX B
DESCRIPTIONS OF EACH OF THE CATEGORIES

INTERDISCIPLINARY SOCIAL SCIENCE

SOCIAL SCIENCE (SURVEY)
G {

A study of man in the modern world employing a concteptual approach that
utilizes topics from the various social science disciplines.  The major
emphasis is on the American experience and American institutions. The
format varies*from a single course to a two or three course sequence
most frequently offered under the heading Social Sciences. Such courses
are also offered under Basic Education and GED.

ENVIRONMENTAL

g )
A study of the basic concepts in human, cultural, and social ecology.
Courses cover such topics as populations, communities, ecosystems,
resource utilization and modeling, regulatory mechanisms in ecasystems
and the consequences of their disturbances.

AGING , g

A study of aging offered by many different departments and from a variety
of perspectives. Among these are psychology, sociology, biology, nursing,
and human services. Topics include the physical, psychological, emotional,*
and role changes. involved in the aging process; 1ssues relevant to older
adults such as economics, housing, legislation, community resources, etc.,
and resocialization tethniques needed to help the older adults deal with
changes that accompany senescence.

SPECIAL GROUPS

A study of special groups, such as ethnic minorities, women, and the
physically handicapped. The interdisciplinary approach provides several
perspectives from which to examine how the fgroup views itself, Problems
that are unique to the group, and the relationship and interact be-
tween the particular group and other segments of the soclety.

SOCIAL RESEARCH

The study of the methods and procedures of research that are appropriate
. to social science. Courses include research design, interpretation of
data, and applications of social research. o
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THANATOL OGY

A study of death and dying offered from the perspective of a number of
different disciplines. Topics covered in these courses are; perception
of death in Western society in comparison with pergeptions from other
societies, learned attitudes towards death, euthanasia, socfal rituals
and taboos, the grief process, children and death, and personal examina-.
tion of feelings and attitudes about death and the dying.

URBAN. PLANNING - T,

A study of urban growth, plaminq problems, ‘and solutions. Topics in-
clude historical background on American cities; the dynamics of land use
and city planning; &nd the problems of urban 1ife: population, race and
poverty, transportation, housing, education, financing, and government.

Q.I_“.E_E ' ' ~

Includes cpurses not easily placed above saghISS socfal science for
agricyltufe majors, regional studies, humar sexuality, human factors and

safety, alcoholism, and the future of man and America. '

* ANTHROPOLOGY N

lNT?ODUCTORY-GENERAL .

This category includes those cqurses that introduce the study of anthto-
pology as a field. The basic principles and topics from physical anthro-
polo?y; cultural anthropology, archaeology, and ethnolo?y dre presented
to give students an integrated overview of various subdigciplines within .
anthropology. , R . ;

1Y

PHYSICAL ANTHROPOLOGY

The courses emphasize the biological aspects of human development. Topics
fnclude man's evolution in terms of his place in nature, the historical
development of life, classification and distribution bf the races of man- °
kind, and the nature and significance of human hiological variation. '

03
-7 -

* CULTURAL ANTHROPOLOGY . - .
The courses examine the various designs for 11ving which men in djffereni
parts of the world and in different- times have developed to satisfy thetr
biological, social, and psychological needs. Topics focus on the uni-
formities and variabilities of social and cultural life as seen through
social brganization, family structure, religion and- language among con-
tempgriry, preliterate, peasant, and urban sociegies.

\
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ARCHAEQLOGY /PREHISTORY

These courses cover the historical development, the theory, and the tech-
niques of archaeology and the development of prehistorical cultures as
revealed through excavation and analysis of their material remains. Many
of the classes are oriented toward the practical application of archaeo-
logical methdds and include archaeological site visitations and field
and/or lab work. These classes sometimes have prerequisites and are in-
tended for studepts who have more background in anthropology.’ -

INDIAN AND NATEVE WERICAN

Courses in this c&té!ory deal with -the orfgins and migrations of early
man in the New World, his life and customs prior to the arrival of the
furopeans, the impact of Westernization on his culture, and his con-
temporary problems. Cultures of North American tribes, South American
tribes, and tribes that are indigenous to a specific locale such as
California or the Pacific Northwest are included here.

SPECIALIZED CULTURAL

These courses 1nclude the study of speglific cultures both within the U.S.
and in other areas of the world and the study of specific cultural topics
such as myth, folklore, religion, cultural communication systems, and
culturally determined sex roles. These classes tend to deal with the
topics under examination in greater depth in comparison to courses
described above under Cultural Anthropology.

OTHER

Includes courses not easily placed in other categofies such as principles
and techniques of developing and running a museum, medical anthropology,
and ethno-psychiatry.

-
. ]



Centerfor the Study of Commupity Colleges

' INSTRUCTOR SURVEY

PR T AR
; .

and course activities.

tional practices as discerned in a national sample. :

Thank you very much. . :

A

Your college is participating in a nationwide study conducted by the Center for the S{udy of Com-
munity Colleges under a grant from the National Stience Foundation. Th,g study is concerned with
the role of the sciences and technologies in two-year colleges — curriculum, instructional practices

The survey asks questions about one of your classes oﬁeréd last fall. The info'rmation. gathered will
help inform groups making policy aﬂecting\the sciences. All information gathered is treated as
confidential and at no time will your answers be singled out. Our concern is with aggregate instruc-

We recognize that the survey is time-consuming and we appreciate your efforts in~-oompletiﬁg it.

-

1a. Your collegé's class schedule indicated that in Fall, 1977 you were teaching:

(Course) . _ 11-13 (Section) .

If this class was assigned to a different instructor, please return this survey to your campus facilitator

_to give to the person who taught this class. o

A\

survey form in the accompanying envelope.

b. Class was not taught because: (explain briefly)

If the class was not taught, please give us the reason why, md then return the unc(ompleted

i

* Please answer the questions in relation to the specified class.

2. Approximately how many students were initially enroHed in this class?

3. Apprbxl;mtély how many students comﬁleted this
tourse and received grades? (Do not include
withdrawals or incompletes.)

o W

Males

Females

Males

Females

14.16

17-19

20-22

23-25




4. Check gagh of the items below that you beleve properly describes this courss;
¢ . a. Parallel or equivalent toa lower division college level course - .

" at transfer institutions . . . . .

b. Designed for transfer students majoring in one of the natural
_ resources fields (e.g., agriculture, forestry) or an allied health
field (e.g., nursing, dental hygierie,etc.) .. " . . .. A Bk

¢. Designed for transfer students majoring in one of the thslul

or biological sciences, engineering, mathematics, 6r the health
sciences (eg., pre-medicine, predentistry) . . . . . . 0?3
d. Designed for transfer students majoring in a non-science area . . . 0* _
v ‘ e. Designed for occupational students in an allied healtharea . ... . [3° " ey
f Designed for occupational students in a science technology or - | "
engineering technologyarea . . . . . . . . . . . . O '
g. Designed as a high school make up or remedial cotirse . . . . ..~ 0’
h. Designed as a general education &)urse for non-transfer and non-
occupational students. . . . . . . . o e 0Oe
T . ' i Designed for further education or personal upgrading of adult
‘ ' “students . . . . . . . . .0 o 0°* -
h |
j. Other (please specify): , . 0o

Sa. Instructors may desire many qualities for their students. Please select the one quality in the following list of four
.+ that you most wanted your students to achieve in the specified course. : :

d 1) Understand/appreciate interrelationships'of science and , _
~ technology withsociety . . . . . . . . . . . .. O Ly
2) Be able to understand scientific research literatdre . . . . . . [?

3) Apply principles learned in course to solve qualitative and /or
quantitative problems . . . . . . . . ... 0

4) Develop proficiency in laboratory methods and techniques of -
the discipline . . . . . L . . oo 0O

b. Of the four qualities listed below, which gpe did you most want your students to'gpllnleve?

»

1) Relate knowledge acquired in class to real world systems <
8¢.8cq world sy R

o - and problems . 0! 26
¢ 2) Understand the principles, concepts, and terminology of the ‘discipline . O? P
3) Develop apprec‘iation/understandi‘ng_of scientific method . .- . %“i" ' 3
4) Gain “hands-on” or field experience in applied practice . . S 0
. \
c. And from this list, which (_yg‘g did you most want your students to achieve in the specified class.

1) Learn to use tools of research in the sciences . . . A O »
. 2) Gain qualities of mind useful in further education . . . . . . . 0?
. 3) Understandself . . . . . . . . . ~. T

‘ 4) Develop the ability tq think critically . . . .- . . A .

6a. Were there prerequisite requirements for t;nlx«m? ) Yes[J' No[]? ' ¥

b. IF YES: Which of the following were required? (CHECK AS MANY AS APPLY) -

1) Prior coﬂ\rse in the same discipline taken in high school (]! . . college [}’ oo
2) Prior cou}'\se in any science taken in high school[]2 . ,. college[]®

- , ) 3) Prior cc;urge in mnthema_tics takenin High school [} . .. college []° ‘
. 4) Declared science or technology major . . . . . 0O
: §) Achieveda specified score on entﬁnpe examination. '[]°® ;
©6) Otherm(please specify): . . 0e . ,
! . v, X . .
. S A ) .

e



7. Over the entire term, what percentage of class time 1s dlvolod to each of tho lollow!n’ ;7
. a. Yourownlectures .. . . . .. . ’ *% 82/3
b. Guest lecturers . " % R s r
c. Student verbal presentations : % /97
@ d. Class discussion . » %/39
¢. Viewing and/or listening to fllm or taped mcdla * 40/41
f. Simulation/gaming q, " AR/AY
v g Quiues/examinations L e % 44/48
h. Fieldtrips . . ... _ _% 48/47
, i. Lecture/demonstration experiments .. % 48/49
j. Laboratory experi;nents by students % 80/81
. k. Laboratory practical examinations and quizzes . . % 82/83
1. Other (please specifyv): ' i
’ % 84/85
) ‘ "
Please add. percentages to make TOTAL: 100 % | -
sure they agree with total
% / ’ _ . .
8. How frequently were each of tf;e fbllowing instructional media used in this class?
Alqp check last box if you or any member of youf faculty dcvcloped '
any of the desngnatcd media for this course , »
) . . i
. o ‘ . . Developed '
- by self or
Frequently Occaslonally Never sther faculty
o wed | wedy  uwsed member
k a. Films . .. . . . . . . .4 . .. O D"’ 0Os | 0 . 8
b. Singleconcept filmloops . - . . . . . . . . . 0! 03 s 6]4 87
c. Filmstrips . . LN O 0?2 - s ) 0O 88
d. Slides. . . . . . . . . . . 0. 0o De 0s 0O 59
e. Audiotape/slide/film combinations . . S o 0% 0s D* 80
f. Overhead projected transparencies. . . . . . . 0 1 - 0?2 ak ) 0O* 61
B Audiotapés cassettes,records . . . . . . . .. [O! ’ 0e 0Os D¢
h. Videcotapes . . . . . . . ;,,,' e e D! 0?2 i D'S : 0O+
‘ i. Tele\ ision (bloadcaﬂt/closed cnrcu»ﬁ e 0! _D 2 0O?* 0O 64
) Mapq charts, illustrations, dlSplﬂVS/ e O \ 0?2 O3 0O+ /&
k. Three dimensional models gt B v 02 0s 0! 66
1. Scientific instruments . | fn & . . 0?2 0?2 o+ v
m. Natural preserved or li.ying’specimens Ce e O 0O O . O 8
n. Lecture or demonstration experiments
. involying chemical reagents or physical apparatus Co O ‘D32 - DO O* 6o
o. Other (please spect/y). 0 0?2 ~0® 4 10
»
-

i



2 Whlch of the following materials were used in !N' M%HECK BACH TYPE UIBD THEN, I"OR EACH TYI’E

USED, PLEASE ANSWER ITEMS A-D.

\

L

I'e

\

) “
A B. c . D
Ilow m say did you have in .
the selection of these materials?
3 llow ” N ' SQIO;ct;d '
- many How uthllod were : them but
- pages in with these materials? Did you had to Was
total prepare verify member of :
. - were - Would Definitely’ | these witha a group Someone
Check students like to  intend materials? . chairperson that else
Materials required |Well- change . changing . Total or adminp selected selected
Used to read? uti‘sﬁed them them Yes No say istrator wf them”™ - them
‘L..,r 10 v o 18 e
[] Textbooks . ——— | O 0?2 0O? o' 0O 0! 0?2 0?® o+
1 1315
(O Laboratory .
. . 2 materials 'ﬂ
and work- , 22 . 23 24
books ‘0O 0?2 0? 0! 0@ 0 02 «~ O 04
18-21 3 . .
m ’ -
Collections ]
Ds of d é . 2 % :
readings . ! 0? s o' 02 O 02 03 0!
2527 .
[ Reference M 35 . 0
,4book§ . D! Dz Ds D1 ~D2 D‘ Dz 'Da D‘.
31-33 N . @ | )
[0 Journal ’
5 and/or .
magazine ° 40 L 42
. articles 0’ mk mE 0 0?2 o mk 0 LDA
37-39 - .
6 - a a8
D Newspapers O’ a? Os o' 0Ot 0’ 0?2 0? O¢
~ 43.45 = -
0. \Syllfibi '
7 and. .
handout 52 - 83 ‘ 84~ .
materials — O’ Oo: , 0O° O' - o2 0’ 0?2 0? O¢
49.51 ? :
Al
[ Problem 58 . 50 B 60 .
8 books - 0o M2 0?2 0’ 2 0 02 mE 04
. 55.57 - 2 .
[] Other ‘ -
9 (please \
specify) )
. 64 (] / ('] e ,
- 4
: 0’ 02 0? o' 0?2 A 0O 03 0
61-63 .

~

~————"

R e
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10. Please Indicate the smphasis given to each of the following student activities tn thisclass. -
( ' Notinchuded Includedbut  Counted 25%

o o o e cmRe o GnT
* ' ] - ‘ grade towardgrade - .  grade
‘ a. Papers written outsideof class . . . . .. [O' ‘ . L | B y
b. Papers writteninclass . ;| . e 0O . 0z . ‘0°
c. Quick-score/objective tests/exams . . . . 0! - 0Oz N i R
d. Essay tests/exams . . . . . . . . .. [O a (b - .o O
e. Field reports . . . \ A I 02 D 3 ‘

f. Oral recitations . . . . . . . Vo ‘ :D‘ . 0?2 0?3
+ g. Workbook completioq T A 0z Da
h. Regular class attendance . . . . . . 0O - 02 " 0 3
j i Participatioh in class discussions . . . . . [ O3 ‘ 0?°
j. Individual discussions ;vith instructor ~ . -. . O _ nka ’ 0?
k. Researchreports. . . . . . . . "~ [ 1 ' 02 0?2
A : 1. Non-written projects . . . . . . . . [ ' 0?2 0?
g m. Hom;work e e .F .. . . DO 02 mE
“n. Laboratory reports . . . . oL 0! 0?2 mE

0. Laborixtory unknowns and/or practical : o - R
_exams (quantitative and qualitative) O ' 02 mE
p. Problem sets . R o ) 0?2 'Ds
' q. Other (IpIease specify): : . 0 0?2 ' 03

(.}

0.

n

12

..13

™

4]
10
n
78

19

12

14

11. Examinations or quizzes given to students may ask them to demonstrate v rious nblll(fe/s. Please ln“dlcute the .
importance of each of these abilities in the tests you gave in this course. (CHECK ONE BOX FOR EACH ITEM)

/) Very Somewhat ~ Not
. . Ilnportnm tmportant fmportant.
a. Masteryofaskill . . . . . . . N 0" 0?2 0?
b. Acquai.ntance with concepts of the discipline . [ mk 03
c. Recall of specific information . . . . . . [ ) 0?2 0
d. Understanding the signiﬁcan-c'e of certain . ) ‘
works, events, phenomena, and experiments . [J' 0z 03
e. Abil}ty to synthesize course content . . ‘. . . O - 02 e
v D f. Rélation;ship‘of concepts to student’s own values [’ mk O3
g. Other (please specify):. R 0! 0?2 s

12. What was the relative emphasis given to each typ‘é of question in written quizzes and examinations?
(PLEASE RESPOND BY CHECKING ONE OF THE THREE BOXES FOR EACH ITEM.)

Frequently . Seldom Never
' used , used used
a. Multiple response (including multiple -
choic&and true/false) . . . . . . . . O 0O:* 03
b. Completion . . . . . . . . . . 0o ik ‘ 03
c. Essay . . . . e s o mk Vo 0’
d. Solution of mathematical type problems ;
< where the work must be shown ... . . O 0¢ 03
e. Construction of graphs, diagrams, '
. chemical type equdtions,etc. . . . .. . . Ot c@E 0s
A | f. Derivation of a mathematical relationship . . [’ mk 0
: . g. Other (please specify): o <Ot 03

RIS ~ 56

22

23

24

25 .

27

AR e
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1. What grading practice did you employ 14 this class? - ABGDF . . [ . @Y - M -
' . ' ABCD/No credit . . ['_‘] 2" "'-‘ " )
_ . ABC/No.credit . D” " ;‘ X \;
Pass/Fall ... }‘.«‘ LT
° “Pass/No credit. . ~~\ D LA v :
»\\“n'" . : oY
No grades issued "+ e\ LI t‘ E
. Other N “{I]’* BN -.r v .
- (puasc agujt),l \ L .
4 'Q - t - .A‘-‘ o L. . 5 ,.. . x
14. For sach of the following out-of-class actlvlﬂes pleue lndlcate it auendance was requlred, T e
recommended or nefther. . . Tyt b o o
RO e
" Attendance Attendance’~ - Nelther . N :
required for bug * requiredaor” - 0
course credit not required pcommgnﬁd
a. On-campus educanonal type films . O 0?2 reil " ‘%0
b. Other films ~ 0O o: . Qe Ca
- c. Field trips to industrial plants, rescarch \ﬁ )
labaratories Ce o mk - 0OY 2
‘ d. Television programs . 0 “[Je o » '
o\ s
e. Museums/exhibits/zoos/arboretums . Lo O ! _ Ank WA . Mo '
"“f. Volunteer service on an environmental project . [J" W [O°2 IR o LU 35
g. Outside lectures 0" . 2 L % .
h. Fleld trips to natural formahon or’ T . -
" ecological arca : , O ki oy o Y N
. i. Volunteer service on education/ o s e
community prOJect .- a: - 0Oz o . . %, _
j. Tutoring O mk oYy - \:u‘ .s":“- N
. . A v . r.-‘; e >
k. Other (please specify): O 02 g, . % /
. T \."“.:. . VL -.V;l
15a. Was this class conducted as an lntei'dlsclpllnary course? Yes O “ :
, . . * No O* .
» ‘ ,
b. IF YES: Which other disciplines were involved? A
, (please specify) T S
. u.l‘ f’a“ Y_n (’
T “.‘ ‘?: . °
.43
- | .
16. Were instructors from other disciplines involved. .. - R :
| . | YES'  .NO :
.in course plapning? , . . O 0?2 a4 .
.in team teaching? .. mh Nak 45
‘ in i > - . 1 12 a8
N . ... in affering guest lectures:. e . ['_'_] [:]
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l'h.\\n\lcho(lhou aypuon-m-mm-mubu to you last umf cuncxumm Al APPI.Y -

bWMchdldyouumhoPClIBCKMMANYMAMY ' el _ ;o

. . , .‘ i ., . - ‘ 2

K ks Munuwu - . o

) : . % avallable to me o T

, . i the following - ~ : o
3 Clerical help TR o AN ) RO N

b, ".Pesbscoring Tmcilities -- C e 0o .o -
c.Tutors.. . . . . . . e o N L R u L . O

© A Readefs . - .. e oo oo . o - - A
e. Paraprofessional ai;i;sri/ihitmctional assistants . .. . .~ []° oo Ds c : A o
. ' . Media ‘production facilitlcs/assisfancc Lt [j' 1 O - “’ \_
g Library/bibliographical askistance . . .. . . . . 0’ : o’ . LA
h. Laboratoryassistants L. @ . . - - - . o . o Oe 0O oo
oL Other (please specify): ' - ik 0. . s E
—y 18. Although this course ifiay have been very effective, what would it take to have made it better? . 4o '
. CHECK AS MANY AS APPLY. . . N .
R More fneedom tochoose materials . ° . . . . ... . . . L o ' O L e
b. More mtcrachon with colleagues or administrators . . . P .‘ Lo Pk ) '
" c. Less interference from colleagues or admmistmtors O o
d. Larger class (more $tudents) . . *. .. . . . . . . . . .. AU [j 4 "
v e Smallerclass T . . e e e RN o L
. " f. More rcadér/paraprofgssional aides . . . . . . o o .-
) g. More clerical assistance . . . . . . . . . ... .o O
h. Avallablhty of more media or instructional matcrials A e
i. Stricter prerequisites for admission fo class .I L L L 0°
i Fewer or no prerequisites for admissiontoclass . . . . . . . . . . . oY o w
k. Changed course description. . . . . . . . . . . . Ce e " (]2 |
1. Instructor release time ta develop course and/ K i | .
ormaterial . . L . . . e e 0O?
m. Different goals andobjcctlves T T 0 o
n- Profcssnonal developmem opportunities for instructors . . .- o .. . ﬂ R i
o. Better laboratory facilities . . . . . . & . . . . . ..o L [jﬁ.
@ p. Students better prepared to handle coursc reqmremems e P W L .
q. Other (please specify): S e = X -
; i ,
- . ) |
»




~Los Angeles, California 90024

Coe . . ? £\ 3
" Now, justa I’cw qhutlonii sbout you ..
t t \ . . .-
19.. How many yurs have you tau;ht in any . & Less than one year . 0O 81
Awo-year college? ’ .
. e Jag b 4 years . | | 0?
) c.3-4years e . O )
: . \) . 0y
_d. 5‘10 y“rs - < e “e v D 4 9
y ' e.(ll20 years 0os -
' f. Over 20 years C e e e DO‘N '
[ o &
4 . 20.- At this college are you considered to be a: a. Fulltime faculty member . . O 82
) ‘ , b. Part-time faculty member . . 0t
" . e c. Department or division chairperson * . Os ¢
| d. Administrator . . . . . . . 0o+
) ~e. Other (please specify):
iy .ﬁ.l o .
R : L . . . Ot
5 : Ila Are you currently employed in a research or industrial posltlon directly related e,
to the dlsclpllne of this course? " ‘ " .
: S o Yes(Q' ®
: *No[]2
b.IF YES l’or how many years? S s
P ' ) , '
c If prevlously you had been empIOyed ln a related lndustry or reseafch organization, please indicate the ud
number of years . . . sersT
T i . . V » . . . . . i
22. What is the highest degrée you presently hold? a. Bachelor's . . 0! 58
. - ' ' *  b. Master’s , imki 2
- 4 {
v . c. D6ctorate-- . O?®
. \
\ * ﬁ
“\ . l
N - - | s -
: N , - . - ‘0
~ (“‘_ L . . _ IMPORTANT INSTRUC'I‘IONS”
o Thank you for, takmg the time to completc this survey. Please seal the completed questionnaire in nvelope
* "which is addressed to the project facilitator on your campus and return it to that.person. After collect ‘g he forms_
from all partlcnpants the facilitator will forward the sealed envelopes to the Center.
Wt apprcclate your prompt attentlon and partmpatlon in this lmportam survey for the National Science Foundatlon
LN AR . ‘ " . b
. i ‘.",'.‘( - - o, . -
w | " o ' - ‘ oo ”
Arthur M. Cohen o _ ’ oo Filorence B. Brawer .
* Principal Investigator ) _ Research Director -
° ‘ ‘ . G i . N
. . o """, ERIC Clearinghouse for Junior Colleges
' 96 -Powell Library Building -
: Universi -Californi : ' |
iversity of -California CFER 8- 1080



